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Introduction 
Peru is a complex country with a diverse geography, several ethnic and 
linguistic groups, and dramatic socio-economic and cultural differences. The 
needs and conditions of the population depend on the geographic regions where 
people live, their ethnic and linguistic backgrounds and their socio-economic and 
cultural levels. Thus, one of the country's greatest problems is its economic and 
cultural dissimilarities due to the differences in the educational background. 
Although we are approaching the turn of the millennium, illiteracy is still 
a problem. Adequate conditions for a proper educational system are very hard 
toobtain. There are,forexample.tewerschoolsthan are needed. Many schools 
work in three shifts and the classrooms are crowded (40 to 50 students per 
teacher). There is an insufficient number of teachers, many of whom work in two 
and three shifts; there is little money and hardly any possibilities for small group, 
individualized teaching or remedial programs. Statistics from the Ministry of 
Education (1985) reveal that many students fail infirstgrade. In 1984,22,7% first 
grade students were not promoted to second grade and 10% dropped out. Such 
a situation would be dramatic in any country. In Peru, where 40% of the 
population is under 15 years of age and one third of the population is enrolled in 
schools (Instituto Nacional de Estadística, 1988), it is even more dramatic. 
Since 1980, Peru is threatened by terrorist violence. The country is now 
going through one of the worse periods of its history. Political violence, drug 
trafficking and abuse, a high rate of inflation, extreme poverty, migration from 
rural areas to the cities and rapid demographic growth characterized the 1980s. 
The improvement of the quality of education is essential for the progress 
and development of a country. The major concern of educational psychologists 
is to improve the quality of education. Thus, I have devoted my research to a 
theme that will contribute to strengthen this field. Reading is the foundation of 
formal instruction. Therefore, I have chosen beginning reading as the mainfocus 
of this dissertation. 
Several studies carried out (Calderón, 1967; Sifuentes, 1972; Abreu et 
al., 1974; Aspilcueta, 1976; Pazos and Postigo, 1983; Rosales, 1984; Grana, 
1987; Sánchez 1987, Majluf, 1988; Ministerio de Educación and Van Leer 
Foundation, 1989) and reports from professionals in Peru reveal that many 
elementary school children are not able to read. They can only decode, and even 
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this is sometimes done poorly. All their effort is put into decoding and 
comprehension is deficient. The main goal of teaching reading in elementary 
school should be the development of comprehension skills. To achieve this, it 
is important that students master automatic reading (LaBerge and Samuels, 
1974). Though the problem was detected a long time ago, there are few studies 
with practical recommendations that face this alarming condition. 
The Peruvian educational system is highly centralized and organized at 
a national level (McGregor, 1987). Policy is written and approved by the Ministry 
of Education. Though there are a variety of conditions and differences among 
students, little emphasis is put on these contrasts in the study plans. There is no 
consistent educational policy, rather education is influenced by the government 
in power. 
Many factors play a significant role in the learning process. On the one 
hand, there are external factors that depend on what Gagné (1979) calls 
"controllable events and conditions." These make up the environment in which 
the student is stimulated to learn efficiently. On the other hand, internal factors 
play a part. These are related to the learner himself/herself (for example his/her 
intellectual and social background). Obviously, not all the variables involved in 
the learning process can be controlled. However, there are always ways to 
improve certain aspects of instruction that will allow the student to benefit from 
what he/she is being taught. One way is by designing instruction properly and 
by considering intellectual, cognitive and motor skills as well as the student's 
background. Consequently, the instructional design must be carefully carried 
out to establish hierarchies and learning objectives. Boekaerts (1978) suggested 
that individual differences in cognitive structure and cognitive processes should 
be considered when constructing a curriculum. This requires appropriate 
guidelines for teachers to use. It also implies that an attempt is made to stimulate 
and/or improve the cognitive strategies that students use to read a text. 
Malmquist (1973) in Sweden and Mommers (1982) in the Netherlands 
were interested in detecting high risk children in learning to read. They developed 
appropriate reading programs and specific guidelines for teachers to prevent 
reading disabilities. These were based on longitudinal studies. In Peru, the 
Ministry of Education and the Van Leer Foundation (1989) have adapted a 
reading program for children in rural areas with specific guidelines and training 
for teachers. A preliminary report shows positive results. These are good 
examples in which reading failure is prevented by the development of proper 
instructional materials. 
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The main goal of this research project was to examine the learning and 
teaching of beginning reading in Lima. The study was carried out in Lima, Peru's 
capital, because it is the biggest city in the country and one third of the population 
is concentrated here. It is characterized by a high percentage of migrants from 
different regions of the country and its inhabitants constitute a representative 
sample of Peru's population. 
I thought it important to find out what was really happening in the 
classrooms. Innovations only succeed if the distance between the actual 
practice and the goals of the innovations are not so large. Therefore I have 
attempted to describe the current situation by analyzing existing reading programs, 
the student's reading achievement and the teachers' behavior. 
The study focused on the first stages of the reading process. To 
understand why children fail in learning to read, it must be started at the very 
beginning. A child must begin with a positive and successful experience, so he/ 
she will benefit from the learning process (Chadwick, 1988). Data collected by 
the Ministry of Education (1985,1989) indicated, however, that in Peru this is not 
the case. 
This dissertation is divided into six chapters. The first chapter is entitled 
Beginning Reading. Current research concerning the reading process, definitions, 
theoretical models, methods employed in the teaching of Spanish reading, and 
instructional design and materials are presented. 
The second chapter is on Reading Instruction in Peru. The Peruvian 
educational system, the elementary reading curriculum, particularly for first 
grade, and research on beginning reading in Peru are described. The scope and 
limits of this research project are presented at the end of Chapter Two. 
Chapter Three, Reading Programs in Lima, offers a general view of 
beginning reading programs and reading programs in Spanish, especially in 
Lima. A Reading Program Analysis System is presented which has helped me 
to analyze the most frequently used reading programs in Lima. Results are 
reported at two levels. At the formal level, some general characteristics are 
described as well as the organization and the teaching materials. At level two, 
a pedagogical analysis of the pace and order in which letter/sound 
correspondences is presented, as well as the learning objectives and activities 
proposed by the programs. 
The fourth chapter is Reading Tests for Lima. Reading tests, particularly 
Spanish reading tests, are discussed. Two instruments for measuring reading 
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achievement were constructed. The first one is a decoding test called Prueba 
de un Minuto (One minute test), based on the Caesar-één-minuut-test (One 
minute test, Mommers, 1983). The second one is a reading comprehension test 
called Prueba de Comprensión de Lectura Inicial (Beginning reading 
comprehension test) especially devised for this study. An analysis of the data 
gathered with the tests is presented. 
The First Grade Reading Teacher in Lima is the title of Chapter Five. A 
review of studies onthe role of the teacher isgiven. Aquestionnaireforfirst grade 
teachers was developed and administered to a sample of teachers in Lima. The 
main goal was to gather data about the teachers, the reading programs they 
used, instructional procedures and teaching activities and their effect on student's 
reading achievement. 
Chapter Six is Conclusions and Recommendations. A synthesis of the 
most important findings and their educational implications are discussed. 
Recommendations are proposed for researchers and teachers in beginning 
reading. 


1 
Beginning Reading 
1. The Reading Process 
In many countries, the onset of reading instruction is associated with 
school entry (Feitelson, 1988), and Pem is not an exception. Therefore, when 
a child begins school, most parents and teachers take for granted that he/she is 
ready to learn to read and write. It is common to think about reading and writing 
as something natural in children, without really imagining the complexity of the 
processes involved. 
From a historic point of view, during the Middle Ages and until the end 
of the last century, literacy was reserved forthe elite. As societies progressed, 
it became increasingly necessary for more people to have access to knowledge 
through reading and writing (Goodman, 1985). Today, literacy is a national 
concern in most countries, as well as a social achievement (Scribner, 1984). As 
the possibilities to learn to read and write have increased to include much of the 
world's population, studies related to the topic have been widely developed in 
this century. 
Huey's monograph The Psychology and Pedagogy of Reading, published 
in 1908, was one of earliest studies in the field of reading (Venezky, 1984). His 
study was an effort to reveal the normal pattern of reading development in 
children (Edfelt, 1990). Since then, the reading process and the skills involved 
in it have attracted the interest of educators and psychologists. Boekaerts ( 1984) 
pointed out that the main reason for this persistent interest is that reading is a 
complex skill that involves many interacting subprocesses. 
Anderson et al. (1985) presented five important generalizations on the 
nature of reading, drawn from research between 1975 and 1985. (1) Reading 
is a constructive process. Since no text is self-explanatory, the reader uses prior 
knowledge about the text. (2) Reading must be fluent. Decoding skill must be 
automatic, so the reader's attention is focused on the analysis of meaning. (3) 
Reading is strategic. The reader adjusts the way he/she reads according to the 
purpose, the nature of the material and resolves problems that prevent 
understanding. (4) Reading requires motivation. The reader needs sustained 
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attention and interest in the written material. (5) Reading is a continuously 
developing skill. The reader improves reading through practice. Mastering 
these five principles is essential in becoming a skilled reader. 
1.1 Definitions 
The definition of reading depends on how the process is understood. 
Perfetti (1984) summarizes the different approaches with two definitions: (1) 
"reading is thinking guided by print"; and, (2) "reading is the translation of written 
elements into language." The first definition takes reading as a higher mental 
ability in which print plays a role. There exists an influence of higher-level 
cognitive structures on word reading and these, in turn, organize comprehension. 
The second definition is considered as a decoding one, as well as a restricted 
one. The first definition applies more to skilled reading, while the second 
definition to beginning reading. 
Beginning reading is characterized by an overaccentuation of decoding. 
The major problem is to specify what decoding is. Does it mean that print is 
decoded into meaning, sounds, speech or something else? Decoding is 
translating print into language. Written elements are not language itself until they 
have been connected, through a primary language system, to semantic, syntactic 
and word formation structures. As Samuels (1988) pointed out, in this sense a 
simple word such as "house" means something to a child when it is decoded. 
Whereas "iatrogenic" would not mean anything, yet he/she will be able to decode 
it. To extract meaning from printed material, skilled decoding processes are 
necessary. In proficient readers the decoding process is automatic. LaBerge 
and Samuels (1974) were the first to stress the importance of automaticity to 
master fluent reading. 
Comprehension means getting meaning from the printed material. The 
essential skill in reading is getting meaning from a written message (Carroll, 
1976). Both components are interrelated. On the one hand, decoding skills are 
a prerequisite for comprehension and skilled reading. On the other hand, 
comprehension helps decoding by using meaningful material in context (Samuels, 
1988). 
It is widely accepted that the reading process includes the two 
components: decoding and comprehension. A simple view of reading including 
both components is proposed by Gough and Tunmer (1986): "Reading equals 
Beginning Reading 3 
the product oi decoding and comprehension, or R = D χ С, where each variable 
ranges from 0 (nullity) to 1 (perfection)" (p. 7). Decoding is not enough for 
reading, but at the same time it is necessary. If print cannot be translated into 
language, there will be no understanding (Gough and Tunmer, 1986). 
1.2 Stages 
Skilled reading is not mastered at once. Hence, there is a long way 
before an individual becomes a skilled reader. Chali (1979) proposed a scheme 
for reading stages based on the understanding that reading changes with 
chronological age, maturity of skill and practice. The interest is focused on how 
reading develops from its primitive beginnings to its mature forms. 
Chall's reading stages are based on Piaget's theory of cognitive 
development and stages. Furthermore, in the advanced stages the scheme is 
influenced by Perry's study of intellectual and ethical development. Six stages 
are described, one prereading stage and five reading stages. 
Stage 0. Prereading Stage- Preschool to Kindergarten: Birth to Age 
6. During this stage, children develop the basic skills (language, visual, visual-
motor and auditory perceptual skills) needed in beginning reading. Individual 
characteristics and environmental conditions play an important role in this stage. 
Children living in a literate culture or in an adequate socio-cultural environment 
will accumulate knowledge about letters, words and books. This will not be the 
case for children in a disadvantaged socio-cultural environment. 
Stage 1. Initial Reading or Decoding Stage - Grades 1-2. Ages 6-7. 
In this stage, the essential aspect is learning letter/sound correspondences and 
associating these with the corresponding parts of spoken words. In this stage, 
Chali incorporates Biemiller's phases of first graders' reading errors. In the first 
phase, errors are characterized byword substitution, semantically and syntactical 
adequate. In the second phase, errors have a graphic resemblance to the 
printed word. The former aspects -graphic and semantic- play a role in the third 
phase. All children move through these phases in the same sequence. Less 
proficient readers persisted in the first type of error. Children improved when 
they let go of the "meaning" substitutions and worked on what the words looked 
and sounded like. 
Stage 2. Confirmation, Fluency, Unglulng from Print - Grades 2-3. 
Ages 7-8. Consolidation of what was learned takes place at this stage. The 
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content of what is read is familiar, therefore attention can be focused on the 
printed words. Another important aspect of this stage is that the individual can 
take advantage of what is said in the story and book, matching it to his/her 
knowledge and language skills. He/she uses context and gains fluency and 
speed. The development of stage 2 depends on the opportunity to read many 
familiar books. The amount of practice is related to the development of fluency 
with print that is required for the acquisition of new ideas in Stage 3. Lack of 
opportunity in children of low socioeconomic levels, seems to widen the 
difference from the Prereading stage on. 
In Stages 1 and 2, what is learned deals more with the relation of print 
to speech than with the relation of print to ideas. 
Stage 3. Reading for Learning the New · From one Viewpoint -
Grades 4-8 (?). Ages 9-13 (?). Readers in this stage read to gain knowledge 
and information. Before stage 3, more is learned from listening and watching 
than from reading. At this stage, reading begins to compete with these other 
means of knowing. It is characterized by the importance of prior knowledge, 
readers need to bring knowledge and experience to their reading if they are to 
learn from it. They must learn how to find information in a paragraph, a chapter 
or a book. Reading at this stage is essentially to gain facts, concepts and how 
to do things. 
Stage 4. Multiple Viewpoints - High School, Ages 14-18. This stage 
involves dealing with more than one point of view. It is referred to as the ability 
to deal with levels of facts and concepts added on to those acquired earlier. This 
stage is acquired through formal educatton. 
Stage 5. A World View-College, Ages 18 and Above. This is the most 
mature stage. At this stage the reader knows what to read and what not to read. 
He/she can use selectively the printed material in those areas of knowledge 
central to one's concern. 
Stages follow a hierarchical progression. These are characterized by 
growth in the ability to read language of greater complexity and abstractness and 
by changes in how printed language is viewed and used. Each stage presupposes 
skills acquired in the previous stage. Stage 1 is built on the skills developed in 
the Prereading Stage. Stage 1 becomes subsumed by Stage 2, and so on. 
Decoding does not end, since it continues in Stage 2 and other stages. For 
example, it is used to learn new proper names and for new words not immediately 
recognized. 
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2. Relevance of Beginning Reading 
Beginning Reading must be regarded within the overall context of the 
reading process. Resnick and Beck (1976) stated that learning to read must be 
seen as a matter of learning to recognize words to comprehend and not learning 
to recognize and then learning to comprehend. As can be inferred both 
components, decoding and comprehension must be developed simultaneously. 
Therefore beginning reading must be considered as the departure point in this 
long-term process. Likewise, the process of learning to read takes time. How it 
evolves will have either positive or negative repercussions on mastering skilled 
reading. The first stages of reading are essential to the acquisition of 
comprehension skills. 
Feitelson (1988) has recently pointed out that it is of the utmost 
importance that the experiences connected to beginning reading at school be as 
encouraging and positive as possible. She proposed: "a) to make sure that from 
the very first day at school a child would encounter a caret u Ну graded succession 
of learning tasks, each of which could be mastered without difficulty; and b) to 
design these tasks in such a way that the learning child would attain crucial 
insights about the nature of reading behavior within a matter of days and with a 
minimum of prerequisite skills" (p. 118). 
To grasp the correspondence between the language spoken by the 
individual and the written code he/she requires to learn, the child must perform 
several operations: learn to recognize letters, learn rules for combination of 
letters into syllables and words, learn rules of correspondence between written 
and spoken forms of letters, syllables and words, derive meaning from printed 
words and sentences. 
Research on reading has attempted to understand how these operations 
take place and which are the psychological processes underlying them. Since 
the 1970s, studiesonthe relation between decoding and reading comprehension 
have increased (Chali, 1983). Many studies have emphasized the role of visual 
perception as related to reading development. These have analyzed letter and 
word recognition processes to explain the decoding and comprehension processes 
(Gibson, 1965,1974; LaBerge and Samuels, 1974; Perfetti and Lesgold, 1979; 
Just and Carpenter, 1980; McClelland and Rumelhart, 1981; Gough, 1984; 
Samuels, 1987). Another group has stressed the importance of language 
development to provide an insight on reading acquisition. Reading is considered 
6 Chapter 1 
as one aspect of the linguistic process (Yves, Bursuk and Yves, 1979; Carroll, 
1976; Goodman, 1965; 1985). 
When children begin reading, they possess substantial linguistic 
speech competence. The major task is to incorporate printed language into their 
existing knowledge base. Their lexicons are abstract units with several identities 
that are acquired as they learn to speak: phonological (how words sound and 
how they are articulated) ; syntactic (grammatical rules) ; and semantic (meaning). 
When they learn to read, one more identity is accumulated, the orthographic 
structure which is represented by visual images (Ehri, 1978). 
Perfetti (1986) pointed out that what is learned in reading depends on 
whether the writing system a child learns is alphabetic, syllabic or ideographic. 
English is supported by the alphabetic principle, while Spanish is supported 
mainly on the syllabic (Navarro Tomás, 1967; Martínez Celdrán, 1985). When 
the writing system is syllabic, the learner acquires associations between graphic 
forms and syllables. Spanish is supported by a phonetically consistent 
orthography. This regular grapheme-phoneme relationship may be the reason 
why little time is spent on teaching spelling, and why the vocabulary and content 
of the textbooks are not controlled by a graded word list (Miller, 1981). 
Pronunciation of all graphemes, however, is not always phonetically represented. 
Some are modified by the positron of the grapheme in the word, e.g. г, у, c, g, 
and some phonemes are represented by more than one grapheme, e.g. b. s 
(Navarro Tomás, 1967). 
Carroll (1976) specified the following eight components of reading skill 
in English. All except one can be applied to reading in Spanish. 
1. The child must know the language that he/she Is going to learn 
to read. The child must be able to speak and understand the language at least 
to a certain level of skill, before he/she starts to read. 
2. The child must learn to dissect spoken words Into component 
sounds. The child must be able to recognize the separate sounds composing 
a word. In Spanish this is done by dividing the word into syllables. 
3. The child must learn to recognize and discriminate the letters of 
the alphabet In their various forms. This means that the child must be able to 
recognize upper and lower case letters, printed and cursive. 
4. The child must learn to recognize printed words from whatever 
cues he/she can use-thelrtotal configuration, the letters composing them, 
the sounds represented by those letters, and/orthe meaning suggested by 
the context. This skill is essential, since it is the equivalent of a speech signal 
for the reader. 
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5. The child must learn that there are patterns of highly probable 
correspondence between letters and sounds, and he must learn those 
patterns of correspondence that will help him recognize words that he 
already knows In his spoken language or that will help him determine the 
pronunciation of unfamiliar words. Letters in English seldomly have the same 
sound values. Therefore, spelling often gives good clues to the pronunciation in 
English. In Spanish, this is not the case, since almost all letters have the same 
sound values. 
6. The child must learn to recognize printed words from whatever 
cues he can use —their configuration, the letters, the sounds and the 
meanings suggested by the context. This skill is considered the equivalent 
of a speech signal. 
7. The child must learn that printed words are signals for spoken 
words and that they have meanings analogous to those of spoken words. 
The child must be able to understand the printed message in the same way he/ 
she understands the meaning of the corresponding spoken message. 
8. The child must learn to reason and think about what he/she 
reads, within the limits of his talent and experience. 
3. Models of the Beginning Reading Process 
Progress in research has allowed to understand reading as a complex 
task that must be approached globally. Until the development of models in 
reading research, reading was approached as a sum of different skills that were 
studied separately. As Lesgold and Perfetti (1978) have pointed out, this view 
was too simplistic and did not permit an understanding of the overall reading 
process. Boekaerts (1984) described the actual reading process as a multilevel 
processing task built up of simultaneous and interacting sub-processes. 
Models have been developed to explain basic processes in reading. 
These models are influenced by scientific schools and psychological systems 
dominant within the context in which they were developed (Samuels and Kami), 
1984). Under the influence of behaviorism in the 1960s, emphasis was placed 
on how stimuli, such as printed words and word recognition responses, became 
associated. With the growth of cognitive psychology, models focused on 
attention, recognition and retrieval processes. 
In 1977 Rumelhart classified the models in three groups: bottom-up, top-
down, and interactive. Bottom-up models are those that view reading as 
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beginning with the perception of letters and words. The reader works mainly from 
the text and proceeds, by a series of processing stages, from printed stimuli to 
meaning. These are also known as text-based models. Top-down models view 
reading as conceptually driven by higher cognitive skills rather than by printed 
stimuli. These are also known as knowledge-based. Interactive models view 
reading as the interplay of conceptual and visual processes. It is the interaction 
of top-down and bottom-up processing (cf. Gough, 1984; Spiro and Myers, 
1984). 
Samuels and Kamil (1984) stated: "with the publication of Gough's 
(1972) model of reading, the impact of the information processing approach to 
studying mental processes is seen within the reading field" (p.187). This model 
is a description of how text is processed from first seeing the printed stimulus 
phrase, to the time meaning is derived. 
Some models are important for understanding beginning reading. To 
explain how we get meaning from written words, LaBerge and Samuels (1974) 
developed a model of reading acquisition. Several stages of information 
processing are identified. First letter patterns are identified via feature detectors. 
Secondly, letters are organized into units like words. Finally, word meaning is 
accessed when the word is phonologically recoded. The skills associated with 
these stages are automatic and do not need attention afterthe appropriate codes 
have been learned. Word meaning plays an important role in automaticity. 
Therefore it is essential in early reading instruction that the child encounters 
words that are familiar to him/her, so as to develop automaticity and focus 
attention on comprehension. Samuels (1987) reported that further studies to test 
the automaticity model incorporated interactive processes. 'The experiments 
indicated that beginning readers were locked into letter-by-letter processing, 
while skilled readers had the option to use either letter-by-letter or holistic 
processing, depending on the difficulty of decoding" (p.721). 
Beginning reading is characterized by decoding that is high capacity 
consuming. Once decoding skills are acquired, the reader has additional 
capacity for higher order processing. When the reader invests his capacity in the 
decoding process, the opposite occurs. As LaBerge and Samuels (1974) 
pointed out, when two or more subprocesses make heavy demands on the 
central processor, other subprocesses are slowed down. The capacity-sharing 
interdependence is a central aspect of their theory. 
Rumelhart (1987) developed an interactive model in which emphasis is 
put on flexible processing and multiple information sources, depending upon 
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contextual circumstances. He specified the nature of the various knowledge 
sources:featural, letter-level, letter-cluster, lexical-level, syntactic and semantic. 
He did not explain how the knowledge sources operated. 
Stanovich (1980) developed an interactive-compensatory model. He 
has attempted to combine information about skilled and unskilled reading. This 
model explains that a deficit in any particular process results in a greater reliance 
on other knowledge sources. 
Some general assumptions concerning interactive processes were 
presented by Perfetti and Roth (1981). These are: (1) reading is interactive in 
that different processes are responsible for providing data and sharing data; (2) 
relationships among processes are not exclusively stage sequential; (3) a 
process is rate limiting when other processes depend on its data; (4) influences 
of higher-level information sources on lower-level information sources are 
essentially rate-constant effects. These authors assume a model of reading 
whose processes are at once interactive and asymmetrical. It means that top-
down and bottom-up processes are not used in strictly reciprocal ways. 
Interactive models try to link work on discourse comprehension and 
work on word recognition. How word recognition occurs is essential for 
understanding the reading process. It is stated that the word recognition process 
is activated from different sources. One important source is letter perception. As 
they are perceived, activation spreads from letters to words that contain these 
letters in the right positions. The reader also makes use of other sources, viz. 
the conceptual and the contextual sources (Boekaerts, 1984). Gough, LaBerge 
and Samuels, Stanovich and Rumelhartfocusedtheirmodels on word recognition 
processes. Processing in Gough model is top-down, while the LaBerge and 
Samuels model is bottom-up. Processing in Rumelhart, Stanovich and the 
revised version of LaBerge and Samuels is interactive (Samuels and Kami!, 
1984). 
4. Beginning Reading Instruction 
The way in which reading should be taught is a topic that has awakened 
the interest of many researchers. During the first half of the twentieth century, 
studies of beginning reading focused on teaching methods. Moreover, several 
emphasized the importance of instructional design in the development of 
reading programs. 
10 Chapter 1 
4.1 Methods 
The method reters to the way in which the teaching ot reading "is planned 
and organized. It is a practical synthesis of psychological, pedagogical and 
philosophical variables (Molina, 1981). Methods were developed in an attempt 
to find the best and the easiest way to teach reading. 
Gray (1956) categorized methods into synthetic and analytic. Synthetic 
refers to the process by which elements of language (letter-sounds or syllables) 
are combined to form units (words or sentences). Thus, synthetic methods are 
those which lay initial emphasis on elements of words. Analytic refers to the 
process by which units (words or sentences) are divided into elements (letters 
or syllables). Analytic methods emphasize the reading of units from the beginning. 
Using this criteria, Chali (1967), classified the methods for the teaching 
of reading in three groups: code-emphasis, meaning emphasis and a combined 
approach. The code-emphasis approach teaches decoding skills in early 
reading instruction for word recognition and comprehension. Early attention is 
given to letters and sounds. These are also known as synthetic methods. The 
meaning-emphasis approach begins with meaningful language units such as 
words or sentences. From the beginning, this approach focuses its attention on 
comprehension. Phonics is considered as one of many useful skills to be 
introduced later. These are also known as analytic methods. The combined 
approach is eclectic. From the beginning, emphasis is put on both code and 
meaning. 
Based on the analysis of reading programs, Chali (1983) enlarged this 
classification. The departure point was the emphasis placed on phonics by each 
of the reading programs. She called look-say methods those in which no phonics 
at all was taught. Emphasis was put on visual recognition and reading whole 
sentences to get meaning from the text. Systematic-phonics were those 
programs which taught phonics early and systematically. Phonics was usually 
taught separately from connected reading./nfr/ns/c-p/ion/cs were those programs 
which stressed sight or thought reading and taught phonics moderately. These 
programs usually taught sound values of letters through a process of analyzing 
known sight words. However, other means of identifying words as context and 
picture clues received greater emphasis than word analysis. 
In a continuum, systematic-phonics can be placed at the far end of the 
code approach. At the other end can be placed the took-say methods. Intrinsic-
phonics programs can be placed closer to the code side. 
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Venezky (1978) stated that most methods (phonics, linguistic, whole 
words) depend on letter-sound learning. The basic differences occurrs in the 
timing of the letter-sound instruction. 
Chall's (1983) classification applies to the teaching of reading in many 
languages, especially those based on the alphabetic or syllabic principles. The 
prevailing reading methods used in Spanish are described below. 
1. The Phonetic Method (El Método Fonético) - The emphasis is put 
on the sounds represented by the letters of the alphabet. Sounds are first 
associated with letters and secondly blended to form new combinations of 
sounds (syllables and words). 
2. The Syllabic Method (El Método Silábico) - The syllable is the basic 
unit of teaching. Vowels are taught first and these are associated with 
consonants to form syllables. Once the syllables corresponding to a certain 
consonant are learned, words including these syllable are taught. The sequence 
in which consonants are presented depends on the assu mptton that some letters 
are easier to learn than others, but there is no research evidence supporting it. 
Because of the nature of the language, this approach is often used in teaching 
to read in Spanish. 
3. The Onomatopoeic Method (El Método Onomatopéyico) -
Association of sounds in the environment is made with letters and sounds in 
language. For example, the Spanish sound of u is associated with the lowing of 
cows. 
4. The Whole Word Method (El Método Global de Palabras o Método 
de la Palabra) - This method begins the teaching of reading by pronouncing and 
repeating whole words, without analyzing their elements (letters or syllables). It 
is also called the look-and-say method. 
5. The Sentence Method (El Método de la Frase o la Oración) - The 
teaching of reading begins by simple sentences related to the child's daily life. 
Then, the words making up the sentence are identified. Using this same 
principle, is a method called the story method. In this case, teaching begins by 
a small story. 
6. The Mixed Method (El Método Mixto) - This method uses processes 
of analysis and synthesis. The teaching of reading begins by whole words that 
the children memorize. Then, the child identifies the basic parts of words -
syllables and letters- and then puts parts together to form new words. Usually 
Spanish reading programs take the syllable as the basic unit of the language. 
This method may also begin teaching by sentences. 
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The first three methods (phonic, syllabic and onomatopoeic) are classified 
as code-emphasis. The following two (whole-word and sentence) are labeled as 
meaning emphasis. Finally, the mixed method is included in the combined 
approach. 
Chali (1967,1983) undertook an exhaustive study on the effects of the 
different methods on the teaching of reading in English. She concluded that not 
all methods had the same positive effect for beginning readers. In the case of 
slow learners, those taught by systematic phonics performed better than those 
taught by a meaning-emphasis approach. According to Chali (1983) "systematic 
phonics is probably more effective for slow-learning pupils because it can be 
made easierthan intrinsic phonics" (p. 127). Studies on social background show 
the same results. Systematic phonics in the beginning is more beneficial for 
children from a low socioeconomic background. 
Molina (1981 ) reported that there are no systematic or accurate studies 
on the effects of the different methods on the teaching of reading in Spanish. 
One of the few studies, is that of Editorial Santillana—a Spanish publishing 
company. From a methodological point of view, the research has many 
weaknesses, therefore the results are not convincing. 
Goyen (1989) has recently reportedon a study of six reading programs 
in Spain. All programs selected for analysis were classified as having either code 
emphasis, meaning emphasis or a combined approach, including the criteria of 
systematic and intrinsic phonics, as defined by Chali. The findings showed that 
all programs, including those with meaning emphasis, have at least one phonic 
component in each unit of work. Phonics played a major role in four of the six 
programs. Systematic phonics is much more widespread than intrinsic phonics 
in the teaching of reading in Spanish. In languages where there is a regularity 
in sound-correspondences, methods which lay initial emphasis on elements of 
words and their sounds are supposed to produce better results. 
4.2 Instructional Design 
Even though several studies recognize that the method is of crucial 
importance, a number of studies have noted that instructional design is also a 
must in the development of reading programs (Malmquist, 1973; Gagné & 
Briggs, 1974; Resnick & Beck, 1976; Chadwick & Vásquez, 1979; Mommers, 
1982; Barr, 1984; Trabasso, 1984). An important point of instructional design is 
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that learning is based on hierarchies. The organization and programing of 
sequences are based on task analysis that leads to a terminal skill. Each 
subordinate task can be considered as a prerequisite for the task before it. The 
development of a learning hierarchy is based on the expected goal. 
According to Gagné and Briggs (1974), the best way to design instruction 
is to work backwards from the outcome it is expected to have. Therefore, the 
definition of a main goal is important to identify the objectives that lead to this 
goal. 
Resnick and Beck (1976) have noted the importance of task analysis in 
the development of a theory of instruction for intellectual domains such as 
reading. LaBerge and Samuels' Model of Perceptual Learning Development 
(LaBerge and Samuels, 1974; Samuels, 1976, 1984) is an example of a 
hierarchical model that shows the sequence and progression of learning from 
distinctive features, to letters, letter clusters and on to words. 
Smith (1976) developed a technology for the teaching of reading and 
writing in English, and Mommers (1982) for Dutch. Learning to read is a complex 
task, therefore the reading teacher must have a clear idea of the subject matter, 
its main objectives and the necessary activities to achieve the main goal 
(Mommers, 1982). Both are based on task analyses. To learn to read and write 
the following abilities are necessary: auditory and visual attention, discrimination, 
recognition and reproduction. The decoding process is described in terms of: (1 ) 
analysis, (2) synthesis, (3) analysis and synthesis, (4) synthesis with new words 
and (5) decoding by means of context. In each case the authors give a clear 
description of the task according to the particular case of the language. Smith 
(1976) stated that learning to read is a discriminative process resulting in the 
ordered acquisition of hierarchical responses in the visual and auditory modalities 
and across those modalities. There are no studies of this type in Spanish. 
4.3 Materials 
The development of educational materials is essential to the teaching-
learning process. Educational materials are produced to meet the needs of the 
majority of pupils. In the field of reading, especially in beginning reading, 
emphasis has been placed on the development of reading programs. These 
include a series of materials, such as reading textbooks, teacher's manuals, 
workbooks, flash cards, flannelboards, charts and word-puzzles. 
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When building a reading program, the author must consider the method 
and the instructional design. The learning objectives must be clearly defined and 
the task carefully analyzed. It should contemplate the whole learning process, 
which involves motivation and attention, review and assessment. Attention 
should be given to the latest findings in the field and the particularities of the 
language. 
There is a great scarcity of appropriate reading materials in developing 
countries. Many of these do not meet the needs of the pupils. Schools have 
many institutional, human, and material problems. This makes the teachers' 
tasks difficult. One way to help them is by designing up proper instructional 
materials (Skander, 1973; McCullough and Chacko, 1973). 
5. Reading research In Spanish 
Research on beginning reading has been carried out in many countries 
and in different languages (Ollila, 1981), most of it in developed countries. 
Reading research should be a main topic of study in developing countries. 
Garcia (1986) stated, in a UNESCO report, that school failure is one of the most 
serious and widespread problems in elementary education, specially in developing 
countries. One of the ways in which school failure could be reduced is by 
developing educational research projects. Within such projects, beginning 
reading research should be a priority. 
The interest in reading research in Spanish has increased in the last 
decade. In 1980 the International Reading Association began publishing 
Lectura y Vida (Reading and Life), a Latin American journal that promotes 
reading research. Many papers are theoretical, but some of them are empirical 
studies carried out in different Latin American countries by active research 
groups. I have identified some groups interested in beginning reading and 
writing. 
There is a group of studies focused on beginning reading programs. 
Data gathered in these studies have pointed out that Spanish programs do not 
give enough emphasis to comprehension skills (Braslavsky, 1981,1982; Freeman, 
1988; Goyen, 1989). Recently Condemarin (1989) has published a book in 
Spanish on beginning reading. A series of activities are proposed for teachers 
to use in their daily practice. Emphasis is given to the development of 
comprehension skills. In the field of reading assessment several research 
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projects have been undertaken. In Chile, Condemarin and her team have 
devised two instruments for reading assessment as well as an interesting 
beginning reading program (Condemarin and Blomquist, 1970, Alliende, 
Condemarin and Milicic, 1982; Condemarin, 1982; Alliende, Condemarin and 
Chadwick, 1988). Dubois, in Venezuela, has reported the development of 
materials for the assessment of reading comprehension in Spanish (Dubois, 
1982; Bendito et al. 1985). 
Fenreiro and her team have earned out studies focused on the processes 
involved in reading and writing in Spanish-speaking children in Mexico, Argentina 
and Spain, describing how printing, reading and writing are developed. They 
have established a natural sequence in the acquisition of literacy in children 
(FerreiroandTeberosky, 1980; Ferreiro, Gómez Palacio et al., 1982). Carbonell 
has carried out studies on typical mistakes children make when writing in 
Spanish (Carbonell et al. 1980; Carbonell, 1982). 
All of these groups working in different Latin American countries 
demonstrate the growing interest in the field of reading research in Spanish. 
These studies give a better understanding of how Spanish-speaking children 
develop literacy, the difficulties they encounter and the weakness of Spanish 
reading programs. 
I have reviewed a numberof issues that I think are important in beginning 
reading, which have led me to a better understanding of the entire reading 
process. It has permitted me to identify and explain the processes involved in 
reading and the stages an individual goes through before he/she becomes a 
skilled reader. Research evidence has also identified the effects of different 
methods on reading instruction. Findings on instructional design have improved 
the organization and the planning of instruction. Due to the complexity of the 
reading process, there are still several aspects that remain unknown. In Spanish 
there ¡s a long way to go. 
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Reading Instruction in Peru 
1. The Peruvian Educational System 
The organization of the educational system in Peru is centralized in the 
Ministry of Education. Study programs, time devoted to different study subjects, 
school administration and supervision are under the control of the Ministry and 
its branch offices. 
The system has five categories: (1) formal schooling, (2) informal 
schooling programs, (3) adult literacy programs, (4) special education, and (5) 
occupational education. Most of the student population is included in the first 
category. This is organized at four levels: (a) nursery school, (b) elementary 
school, (c) secondary school, and (d) higher education. 
The organization and study plans are developed on a national basis by 
head offices in charge of the different categories. These are called Direcciones 
de Educación - Educación Inicial, Educación Primaria, Educación Secundaria, 
Educación Especial y Educación Ocupacional. 
Schools are both public and private. The public schools are financed by 
the government. Students do not pay tuition and teachers are employed by the 
Ministry. Textbooks and other materials are the responsibility of the parents. In 
some cases, the Ministry provides some textbooks, but this is not a general 
practice. Schools work in three shifts. The students attend only one shift, but 
teachers work in two shifts. The private schools are run by private associations, 
individuals or religious communities, mostly Catholic. These schools are 
supported by fees charged to the parents. In both categories, a wide range of 
schools can be found. While, some public schools are well organized, others are 
in a deplorable state. On the other hand, there are well organized private schools 
with excellent facilities while, others are in dramatic conditions. Around 80% of 
Peru's students attend public schools, while 20% go to private school (Ministerio 
de Educación, 1989). 
All schools are supervised by the Unidades de Servicios Educativos 
(U.S.E.). These assemble schools that belong to a particular neighborhood and 
are controlled by the Ministry of Education. 
16 
Reading Instruction in Peru 17 
Ministry of Education statistics for the 1987 school year (Dirección de 
Estadísticas del Ministerio de Educación, 1989) reported that the Peruvian 
student population, including adults and children, for the four levels was 
7'224,444. This means that more than one third of the population is enrolled in 
the educational system, since the estimated population of Peru for 1987 was 
20727,000. The population under 15 years of age is approximately 40%. The 
estimated population of Lima was 6Ί 16,700 and its student population was 
2Ί41,850, which represents approximately one third of its population (Instituto 
Nacional de Estadísticas, 1988). 
2. Elementary education 
In Peru, elementary education is compulsory and free of charge as 
stated by the Peruvian Constitution (1979). It is divided into: (1) children 
elementary education, and (2) adult elementary education. 
Children's elementary education is intended for children between the 
ages of 6 and 12. The general objectives are: (1 ) to ensure an adequate mastery 
of reading, oral and written expression, elementary mathematics, a basic 
knowledge of Peruvian history and geography and their relationship to the world, 
the main natural phenomena, with special emphasis on the local and national 
conditions; (2) to develop the children's cognitive, affective and physical faculties 
(3) to stimulate creative ability, vocational development and good manners, 
hygiene, order, safety and social relationships; (4) to promote civic, patriotic, 
aesthetic and religious values. 
Elementary schooling is organized on a graded basis at six levels, from 
first to sixth grade. The subjectsior all levels are: language arts, mathematics, 
historical sciences, natural sciences, art, gymnastics and career orientation. 
The school year begins in April and ends in December. The study plan 
is carried out in a 30 hour weekly schedule. In practice, howeverthis is not always 
true, since public schools work in two and even three shifts. Consequently, the 
weekly schedule is reduced to 22 or 20 hours. 
Around 59%of the student population is enrolled in elementary education. 
During the 1980-1985 period, school attendance rate increased from 86% in 
1980 to 96% in 1985 (Tueros, 1985). Several studies (Ministerio de Educación, 
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1985; Tueros, 1985; Ministerio de Educación and Fundación Van Leer, 1989) 
pointed out that the incidence of school failure is very high. Depending on the 
geographic area and linguistic background, school failure may vary from 20% up 
to 47%. According to a UNESCO report, Peru is one of the Latin American 
countries with the highest rate of repeating students in elementary school 
(Garcia, 1986). 
Tueros (1985) analyzed this problem and stated that 19% of the 
students' complete elementary education in a six year period, 37% in seven or 
more years, and 45% do not complete elementary school. Thus, drop outs are 
one of the most serious problems facing elementary education, since the rate is 
more than 40%. 
These numbers reveal the weaknesses of the Peruvian educational 
system. Tueros (1985) pointed out deficiencies in the elementary curriculum, 
indicating the need for empirical studies to adjust the study plans according to 
the different requirements of the population. The teaching methods are out of 
date and hardly any new techniques, based on the development of educational 
research, have been adopted. 
The Ministry has developed some teaching materials for primary 
instruction (textbooks and teaching manuals), but this is not enough. Research 
in this area has not been promoted. Materials are prepared without previous 
research and often these are distributed before being validated. 
The training and the shortage of teachers are among other significant 
problems. In the elementary grades around 24% of the teachers do not have any 
training. 
3. Language arts in elementary education 
The study plan (Ministerio de Educación 1984,1989) includes oral and 
written language studies within the language arts. In oral language, speaking 
and listening are practiced. In written language, reading and writing are taught. 
Grammar is given as a supporting framework. 
As mentioned earlier, Peru is multilingual and multicultural. Language 
in the learning of reading and writing plays a significant role, since the child must 
know the language he/she is going to learn to read. The teaching of reading is 
done in Spanish, the official language. However, many Peruvian children when 
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they start school only speak Quechua, Aymara or other. In other cases, they only 
speak a rudimentary Spanish. It is suggested that in those cases, education 
should be bilingual and intercultural. The teacher must use the language of the 
children and begin the teaching of reading in Spanish as a second language. At 
the beginning of elementary school, the vernacular language is more important. 
Spanish should be taught progressively. By the end of elementary education, 
children should be able to work more in Spanish—or at least at the same level— 
than in their vernacular language. Nevertheless, in practice this is not always the 
case, because many teachers do not speak the vernacular language of the 
children and there are few bilingual programs. 
According to the program, the learning of reading and writing includes 
three stages: (1) readiness, (2) beginning reading and writing, and (3) 
consolidation. The first two stages are developed in first grade, while the third 
takes place in the following grade levels. Reading and writing are taught 
simultaneously and the same progression is followed. Texts used in reading 
constitute also the contents used to work on writing. 
The main goal in the elementary reading curriculum is: Ίο develop 
comprehensive reading, both orally and silently, and to start the habit of doing 
selective reading." The main goal of writing is: Ίο write with legible handwriting 
and proper spelling, compositions of different lengths and complexity about a 
variety of subjects." The plan defines objectives, contents and activities to be 
carried out by the teacher in the classroom in each grade. In each case, I have 
identified the specific objectives and summarized the most important contents 
and activities. 
In the first grade, the learning objectives are readiness and reading out 
loud from beginning reading textbooks. The oral reading is accomplished by 
short texts for initial reading, recognition of all letters in all types of syllables and 
recognition of the period and question marks. Teaching activities depend on the 
method. The other activities include exercises in reading sentences and short 
texts with an emphasis on pronunciation and intonation, answering questions 
and illustrating texts that are read. 
The learning objective in writing is to write with legible and neat 
handwriting short texts based on the reading lessons. Children are taught how 
to write syllables, words, sentences and short texts. Upper case letters, and the 
period and the question marks are taught. Activities are mainly based on copying 
and dictation. 
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In the second grade, the main objective is the consolidation of oral 
reading in short and simple texts. This is done by means of short tales, songs, 
poems, rhymes, riddles and tongue twisters. The comma and the exclamation 
marks are taught. The activities are: oral reading exercises in texts containing 
all the Spanish sounds in all types of syllable combinations and that are 
motivating for the children; answering questions about texts, following written 
instructions, and talking about the reading material. 
The main objective in writing is to write legibly short texts based on the 
reading lessons. Writing exercises are performed by copying texts and dictation. 
The use of proper punctuation is taught as well as the use of upper case letters. 
The teaching of spelling begins and graphemes that are represented by one 
phoneme as b and v, c, s and z, and / and // are taught. 
Third grade has as its main objective both oral and silent reading in texts 
of different lengths and structure. Reading comprehension skills are practiced in 
tales, rhymes, poems, descriptions, instructions, news, advertising and dialogues. 
Proper punctuation is taught. The activities include reading stories, fables and 
legends; descriptions about animals, plants and objects; answering questions 
about written texts;following written instructions; retelling; learning the alphabet; 
and the use of the dictionary. 
The main objectives and activities in writing are the same as in second 
grade. The degree of difficulty, however, increases. Spelling is practiced and 
the proper use of h, s and χ is taught. The use of the tilde is introduced. Written 
compositions are stimulated. 
Fourth grade has the same objectives and contents as third grade. 
Comprehension skills are practiced in different types of texts. Punctuation is 
reviewed and the use of the two periods and leaders is introduced. The activities 
are: reading stories, fables and legends, retelling, alphabetical order, looking up 
words in the dictionary, word meaning using context clues or the dictionary, 
development of speed in reading and illustration of written texts. 
As in the previous grades, reading is supported by writing. Texts 
become more complex. Word composition and spelling is stressed. 
Fifth and sixth grades have as their main objective silent reading in texts 
of different lengths and structures. This is accomplished by reading stories, tales, 
descriptions, instructions, advertising and newspaper articles. The proper use 
of all punctuation marks is reviewed. Activities include reading out loud fluently 
with correct intonation and pronunciation. Comprehension skills are practiced 
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in: reading stories, legends and tales; the use of context clues for word meaning, 
root words, retelling, scanning for specific information and skimming for general 
ideas. 
By the end of elementary school, the main objective of writing is : 'lo write 
with legible handwriting and proper spelling written compositions of different 
lengths and complexity about a variety of subjects." All types of written texts are 
practiced: letters, telegrams, cards and dialogues. Punctuation and spelling are 
reviewed. The classification of words according to the use of the tilde is taught. 
The type of instructional materials recommended for each grade is 
almost exactly the same except first grade, where a beginning reading textbook 
is suggested. From secondthrough sixth grade the materials are: pencil, eraser, 
copybook, journals and newspapers. No specific reading texts are indicated. 
4. Reading and writing instruction In first grade 
First grade is the first stage of formal schooling. Children begin school 
at the age of six. Many of them begin school without having developed 
preparatory skills for reading or writing. For this reason, the learning objectives 
for first grade are: reading and writing readiness, oral reading in beginning 
textbooks, and writing short and simple texts with legible handwriting. During 
one academic year (nine months), children are prepared to read and write and 
are also taught to read and write. By the end of the first grade they must be able 
to: (1 ) recognize all the letter-sound correspondences of the Spanish spoken in 
Peru; (2) to read orally and understand short texts, using proper intonation and 
pronunciation; and (3) to write texts based on beginning reading textbooks with 
legible handwriting. 
Six types of reading and writing readiness are contemplated: body 
image, spatial andtemporal relations, motorcoordination, cognitive development 
(visual and auditive discrimination), memory and attention skills, and social 
development. 
Whether readiness activities are carried out depend upon the school 
and the teachers. The study program does not establish any time limit, since it 
depends on the previous experience of the child. This means that a child who 
attends a private school will most probably have gone through nursery school. 
A child who attends a public school, however, will have no readiness, because 
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his/her parents might not have had the economic resources to register him/her 
in nursery school. Hence, preparatory activities in public schools depend on the 
school and the teacher. 
Oral reading is accomplished through short texts for initial reading, 
recognition of the phonemic value of all letters in all combinations of syllables, 
and recognition of the intonation value of the period and question marks. The 
preparatory activities for teaching oral reading depend on the method. Other 
activities include exercises in reading sentences and short texts with an 
emphasis on pronunciation and intonation, answering questions about texts and 
illustrating the texts that are read. 
The learning objective in writing is to write short texts based on the 
reading lessons legibly and neatly. Children are taught how to write syllables, 
words, sentences and short texts. Upper case letters, the period and the 
question mark are taught. Activities are: penmanship exercises, copying 
syllables and words from the blackboard and books, dictation of syllables, words 
and sentences, writing and illustration of short texts, writing proper and common 
nouns to differentiate the use of upper and lower case letters. 
Figure 1 illustrates the organization of the reading and writing curriculum 
for the first grade. The diagram was based on the study plan. 
The methods suggested by the curriculum (1989) for the teaching of 
reading include syllabic, global-syllabic or mixed, and the whole word. The 
teacher is free to choose whatever method he/she considers more suitable. 
Students are assessed by means of the recognition of all the letter/ 
sound correspondences, by reading words and short texts, and reading 
comprehension questions. 
The materials proposed foriirst grade are a beginning reading textbook, 
pencil, eraser and a copybook. Other materials such as cards, crayons and 
charts are suggested. When these materials are not available, the teacher 
should use his/her experience and imagination to work with newspapers and 
magazines using a natural method. No further explanation is given. 
The study program includes general information about the subject 
matter, instructions and activities for the teachers. It is intended to be used as a 
teaching manual. 
A reading textbook for first grade called Palomita has been published by 
the Ministry of Education (1989). At present this is the only beginning reading 
textbook distributed by the Ministry in Lima. 
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Figure 1 - First grade reading and writing curriculum 
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5. Reading research on beginning reading In Peru 
As stated above, school failure in elementary school is very high. Even 
though this problem has been noticed for a long time, the interest in research and 
especially in reading research is at an early stage. Sánchez (1987) published 
a bibliographic review of 22 research projects on reading in the last ten years. 
These have been carried out by INIDE (Instituto Nacional de Investigación y 
Desarrollo de la Educación). Only three studies refer to first grade. 
One of these studies was undertaken by INIDE (cf. Sánchez, 1988) and 
deals with the evaluation of a first grade reading program, called Amigo, 
developed by the M inistry of Education. The study describes the program as well 
as the teachers' opinion concerning the program. Additionally, the program was 
compared to other first grade reading programs. Results showed that children 
who learned to read with Amigo performed better than those taught with the other 
two programs. Fifty percent of the teachers reported, however, that they used 
Amigo and Coquito in a combined form. At present, Coquito is the most frequent 
reading program used in Lima and Amigo is no longer in use. The other study 
was an adaptation of a Spanish reading test (Salazar, Avila and Delgado, 1985). 
This research project is described in Chapter 4 (see 3 - Studies of reading 
achievement in Lima). The third study is on reading readiness (cf. Sanchez, 
1987). Results showed no significant differences between children who had 
attended a nursery school and those that did not attend one. 
Besides INIDE research projects, there are afew isolated efforts concer-
ning this topic. Some studies have centered on the deficiency of preparatory 
skills as an explanation for school failure (Lerner, 1986; Grana, 1987). Other 
studies report on the shortcomings of teachers' training (Abreu et al. 1974; 
Gamarra, 1983). Few studies regarding beginning reading textbooks and 
methods have been undertaken (Calderón, 1967; Aspilcueta, 1976; Capella et 
al., 1982; Thorne and Merkx, 1986). Other studies have pointed out deficient 
comprehension skills in elementary school children (Rosales, 1984 and 1989; 
Sánchez, 1987). 
Concerned about the lack of reading research, the Ministry of Education 
and INIDE organized a meeting in January 1988. The purpose was to develop 
a National Plan for the Development of Reading. Since this meeting, only two 
studies about the teaching of reading in elementary school have been published. 
One is a proposal concerning a teacher's manual for the self-development of 
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reading learning strategies in children (Barrientos, 1989). The other study 
referred to a series of activities concerning class organization and activities for 
the teachers (Cora, 1989). However none of them is based on empirical 
research. 
The only important research project in this field is the one that is being 
carried out by the Ministry of Education in cooperation with this Van Leer 
Foundation (1989). The main goal of this project is to reduce school failure by 
developing a method adjusted to the needs of children in three rural areas of 
Peru. The study is being carried out simultaneously in Lima, Arequipa and 
Andahuaylas. A reading program, a workbook and other instructional materials 
have been developed. It is based on the study of other programs used in Peru 
and defined as a "mixed method." Instructional materials for the teachers and 
students have been also developed. Special training is given to teachers 
participating in the research project. Since the project is at an initial stage, there 
are only preliminary results. These show beneficial effects, since school failure 
has decreased in the study areas. 
As can be inferred from this review, there are no significant national 
projects or follow up studies concerning the teaching of beginning reading in 
Lima or in Peru. 
6. Comments 
This overview of the Peruvian educational system, and particularly of the 
reading and writing curriculum and reading research, gives an idea of the 
teaching of reading in Peru. 
The system is highly centralized. Peru is a country characterized by its 
diversity from a socio-cultural and linguistic point of view. To reduce school 
failure, study programs considering these dissimilarities should be encouraged 
and projects such as that of the Van Leer Foundation should be promoted. 
In the past 25 years, several changes have taken place. Nevertheless, 
these have not contemplated important aspects of Peruvian reality. In the study 
plan, reference is made to linguistic and regional differences. The guidelines, 
however, are too general. Often previous experience and data have been 
ignored. Innovations have been undertaken for political or non-educational 
reasons and are not necessarily based on research findings. In addition, the lack 
of coherence in the different study plans had negative consequences for the 
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different institutions responsible for organizing and planning instruction, as well 
as on school principals and teachers. 
More emphasis should be placed on the development of basic skills 
(reading, writing and arithmetic) in the first grades. This will lead to improved 
academic achievement in the upper grades. It has been demonstrated elsew-
here (Thome and Pinzas, 1988) that only first grade teachers really teach 
students how to read. From second through sixth grade, no emphasis is put on 
the teaching of reading. It is presumed that once a child knows how to decode, 
he/she has mastered reading. 
Distinctions between global and specific objectives should be made 
(Klausmeir and Goodwin, 1977). The Peruvian curriculum is defined in global 
terms. A main goal is meant to guide the instructional design in terms of specific 
objectives. When the organization of the curriculum is analyzed, however, it is 
difficult to grasp the specific objectives at each grade level. There is no clear 
definition of the subskills that must be mastered at each grade level to achieve 
the main goal and to promote a student to the next grade. Thus a learning 
hierarchy cannot be identified and the specific objectives of each grade are not 
clearly stated in terms of concrete performance objectives. 
Most Peruvian children enterschool at six years of age and it is expected 
that he/she will learn to read and write by the end of first grade. Malmquist (1981 ) 
noted that little is known about the age of school entrance in different countries. 
In the United States, Canada, West Germany, Hungary and France, children 
enter school at age six, as it is assumed that they all will be taught to read in first 
grade. In Great Britain, New Zealand and Australia, formal reading instruction 
begins at age five, while in the Scandinavian countries, Poland and the Soviet 
Union, reading is not introduced until the child is seven years old. As Malmquist 
pointed out, the age factor has been overestimated as a criterion of school 
maturity. This seems to be the case in Peru as well. 
Expectations forf irst graders are enormous. From the beginning of their 
school life, children in Peru are faced with failure. Readiness is neglected since 
teachers give priority to the final learning objective, which is the recognition of all 
letter-sound correspondences and the reading and understanding of short texts. 
This situation is similar to that of beginning reading instruction in Mexico (Miller, 
1981). 
Should Peruvian children learn to read and write in first grade because 
they are six years old? Since nursery school is not compulsory, a réévaluation 
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of the grade level objectives is needed. This should be based on the children's 
background. As Malmquist (1981) stated: 'The concepts of school maturity and 
reading readiness should be looked upon as relative and not as absolute. 
Concepts of this kind should be considered in terms of learning and adjustments 
of various kinds that the first year curriculum demands of beginners -and, even 
more, the adjustments the school is prepared to make to the prerequisites of the 
children" <p. 3). 
Research on reading comprehension in elementary school provided 
some information about reading achievement. Results indicated that by the end 
of their elementary education children only understood 35% of what they read 
(Rosales, 1984; Sánchez, 1987). This is a clear indication that Peruvian children 
lag in reading achievement. 
7. The scope of the present study 
I have pointed out some issues considered critical and that should be 
modified. On what basis, however, should these changes be made? Should we 
adapt the curriculum only based on theoretical data? Or, should we face the 
problem by carrying out research projects to get a better picture of the situation? 
I know that children fail in learning to read because of the high 
percentage of students not promoted to second grade and the high drop out rate. 
Some research evidence corroborated this data. The socioeconomic back-
ground of the children was one of the explanations given. Another was 
inadequate teacher training. But what were the interacting factors or why some 
children succeeded in spite of their low socioeconomic status. 
To carry out educational research properly, one should start with a 
proper model. Gideonse (Dongen, 1983; Mommers, 1986) developed an output 
oriented model in educational research. This model includes three levels that 
should be considered in developing an educational program: (1) research, (2) 
development of materials and (3) adaptation of school practices. Each level has 
different types of activities. Research remains at a theoretical level and its main 
goal is to generate knowledge. The second level is the production of materials 
and techniques for instruction. School practices are referred to at the third level, 
which is related to the behavior of teachers and students. 
Obviously, it is impossible to answer ail the questions or to solve all 
problems in one study. Hence, I identified some issues that I judged relevant and 
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that had not been studied in Lima or in other Spanish-speaking countries and that 
could help me to understand more clearly the situation of beginning reading in 
Lima. Following Gideonse's guidelines, I have selected three research subjects: 
(1) the nature and structure of beginning reading programs used in Lima, (2) 
reading achievement of the students, and (3) the role of the reading teacher, his/ 
her background, instructional procedures and teaching activities. 
The study of reading programs corresponds to the first level of Gideon-
se's model. It seems that the type of reading program shapes the nature of 
reading practices (Beck and Block, 1979, Chali, 1983). There are, however, no 
systematic studies of reading teaching materials in Peru. A Reading Program 
Analysis Systemwas developed to describe the different reading programs often 
used in Lima and to analyze their characteristics and attributes. The possibility 
of an objective view of each of the reading programs to determine their 
competence according to the psychopedagogical needs of the children is 
valuable information forteachers, curriculum developers, researchers in educa-
tion and publishers. 
The development of tests to measure reading achievement corres-
ponds to the second level of the model. The few reading tests used in Lima came 
from other countries, mainly Spain and Chile. Therefore, there was a need for 
testing materials adapted to Lima. Two reading tests have been constructed to 
measure reading ability. One is a decoding test based on the Caesar One Minute 
Test (Mommers, 1983). The other is a reading comprehension test specially 
devised for this project. 
The reading teacher corresponds to the third level of Gideonse's model. 
Teachers' instructional procedures have a definite influence on reading achie-
vement (Rosenshine and Stevens, 1984, 1986; Brophy and Good, 1986). 
Several Peruvian studies reported the lack of adequate teacher training. Most 
studies show inefficiency in the teaching practices, but there is no clear picture 
of what is really happening in our milieu. A questionnaire for first grade teachers 
was devised to get information about their teacher training and experience, the 
use of reading programs and teaching materials, and their instructional practices 
concerning class organization and teaching methods. 
3 
Reading programs in Lima 
1. Beginning Reading Programs 
Reading programs are used for systematic reading instruction. The 
programs include a reading textbook, a teacher's manual, workbooks, charts 
and flash cards. Usually, they are intended to guide the teacher and to meet the 
needs of the majority of pupils in a classroom. Many reading programs were 
incorporated into basal reading series. They provide an entire reading curriculum 
and are organized by grade level. 
A classic study on reading programs in English is that of Chali (1967, 
1983). Chali classified beginning reading programs using variables such as 
completeness, structure, goals, motivation appeal, and method. This was 
intended to help "authors and publishers planning new programs or contemplating 
revisions of existing ones by highlighting the internal consistencies and 
inconsistencies in their present programs" (p. 336). 
Reading programs have often been related only to the teaching method. 
There is a relationship between the teaching method and the reading program. 
But the reading program can be modified by the teacher, who either improves it 
or misuses it. Therefore, reading programs are more than a teaching method 
and there are many other aspects that should be taken into account when 
analyzing them. 
Beck and Block (1979) analyzed two beginning reading programs in 
English using several criteria: letter-sound correspondences, sight word learning 
and reading comprehension. They suggested "that analysis should be done 
considering, as a framework for judging programs' strengths and weaknesses, 
aspects of program design that can facilitate or impede learning" (p.309). 
Recent studies on Spanish reading programs published for Hispanics in 
the United States revealed that the programs do not reflect current research on 
the reading process (Freeman, 1988). Although the importance of context for 
comprehension is stressed in the teacher's guides and in the promotional 
materials, in practice this is extremely limited. Most of what the children read is 
translated from English, except poetry. These Spanish methods reflect the word 
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approach ratherthanthepsycholinguistic approach to reading. The conclusions 
are that basal readers published for Hispanics in the United States do not reflect 
current studies on the reading process. 
The analysis of reading programs in Spain undertaken by Goyen (1989), 
however, revealed that phonics played a major role. Spanish educators "recognize 
and are prepared to exploit the consistency of their orthography in teaching early 
reading" (p. 372). 
2. Beginning Reading Programs In Lima 
Few studies on specific beginning reading textbooks have been 
undertaken in Lima. Calderón (1967) analyzed basal reading series developed 
in Puerto Rico. The program included four levels and ten readers. A proposal for 
adjusting the program to Hispanoamérica and particularly to Peru was presented, 
but it was not implemented. 
Aspilcueta (1976) administered a questionnaire to 65 elementary school 
teachers on the teaching of reading. The data collected revealed that 74% of the 
teachers considered readiness important in first grade. Eighty-nine percent 
used a program called Amigo, a global-syllabic method created during the 1970 
Peruvian educational reform. Seventy-six percent of the teachers did not master 
it completely, however, 41.5% responded that the textbooks were not adapted 
to the Peruvian reality. This program is no longer in use. 
Capella et al. (1982) conducted a study on Coquito, program considered 
the "best seller" of beginning reading programs in Peru. This program is in its 36 
edition and has been used by many generations of children. The analysis of the 
program revealed that the sequence of letter-sound correspondences, syllables 
and sentences was organized from simple to complex. The lexicons are adapted 
to the children, while the phonological variability and the syntax do not correspond 
to child's speech. With regard to the teacher's guide, instructions are too general 
and the methodology is only treated superficially. The teachers felt that Coquito 
method is easy and simple. It only stresses decoding, however, and it does not 
facilitate comprehension. Suggestions were made to improve it, but the program 
remains unchanged almost a decade later. 
Thome and Merkx (1986) conducted a preliminary study of the 
organization and programing of beginning reading textbooks in Lima. Results 
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reflect the weaknesses of the instructional materials and the methodological 
approaches of some of the programs used in Lima. 
3. The Problem. Analysis of beginning reading programs 
An evaluation of a beginning reading program should not be limited to 
the study of the methodological approach. Studies on instructional design 
(Malmquist, 1973; Gagné & Briggs, 1974; Resnick & Beck, 1976; Smith, 1976; 
Gagné, 1979; Mommers, 1982; Trabasso, 1984) indicated the importance of 
objectives and task analysis. A reading program should contemplate the whole 
learning process. This involves motivation and attention, cognitive processes, 
review and assessment. Instructional design, should also be taken into account. 
This includes a main goal as well as objectives and activities that the teacher and 
students follow to attain it. As mentioned in Chapter 1, the reading process 
includes two major components: decoding and comprehension. Hence an 
analysis of reading programs should determine to what extent both components 
are considered. Beginning reading is characterized by decoding since to get 
meaning from printed material, skilled decoding processes are necessary. In 
this context, letter-sound correspondences are an important component of 
beginning reading for the acquisition of decoding skills. As Beck and Block 
(1979) pointed out, the considerations involved in the progression in which 
letters are taught are both pedagogic and linguistic in nature. 
From a pedagogical point of view, the characteristics of the letter-sound 
correspondences play an important role in the pace and order in which these are 
introduced. The progression should be from simple to complex. For example, 
letters having a regular sound should be taught first. Spanish is characterized by 
a phonetically consistent orthography. All vowels, as well as most consonants 
are regular. Nevertheless, there are some irregular consonants in which a new 
sound is generated by the letter which follows or according to their position in the 
word e.g. c, g, r, x, y (Navarro Tomás, 1967; Martínez Celdrán, 1986; Gil 
Fernández, 1988). 
The Spanish alphabet also includes some double letters e.g. ch, II, ñ, гг. 
In addition, in the Spanish spoken in Lima, some phonemes are represented by 
more than one grapheme e.g. band v;c, s, and z/gand/;rand rr;Папа y. Finally, 
the grapheme ft is silent. All these characteristics should be taken into 
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consideration when programing a pedagogical sequence in a beginning reading 
program. 
Psycholinguistic studies on phonological frequency in Spain (Alarcos 
Llorach, 1965) and in Peru (González and Quesada, 1985) revealed that some 
phonemes are more frequent than others. The Peruvian study was undertaken 
in Lima with a sample of 110 subjects, between the ages of 8 and 17. They were 
asked to write a composition entitled A day in my life. From this material 12,267 
words were obtained and a phonological analysis was carried out. The 
phonological production was ranked according to their frequency. When 
defining beginning reading teaching hierarchy, attention should also be given to 
the phonological frequency. 
Although decoding is an important aspect of beginning reading, the 
process will not be complete if there is no comprehension. A beginning reading 
program should also consist of activities that stimulate comprehension. Exercises 
in sentence comprehension, cloze technique and questions on context should 
also be included. 
4. Research Questions 
There is enough evidence to assert that reading programs play an 
important role in the teaching of reading. The purpose of this study is to describe, 
analyze and compare the reading programs most often used in Lima. Based on 
the few studies mentioned above, I was aware of some deficiencies in the 
programs, but there was no complete systematic analysis information. I had 
many unanswered questions about reading programs in Lima. 
Questions were related to formal aspects such as: Do the editors of 
reading programs meet the standards of publishing companies, such as name, 
author or first edition? Does the author define a method and a main goal? What 
is the predominant methodology? Do reading programs include teaching 
manuals and other instructional materials? Do reading programs use the same 
unit organization? 
There were also questions concerning the design of the reading programs. 
How is the reading process conceived by the reading program? Are pedagogical 
and psycholinguistic considerations taken into account when creating a reading 
program? What letter-sound correspondences are taught first and in what 
context? Are they associated to syllables or to words? Do correlations among 
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the reading programs exist? Are they similar? What are the main learning 
objectives: letter-sound associations, syllable correspondences, word recognition 
or reading comprehension? What are the learning activities suggested by the 
program? 
To answer these questions, I carried out a descriptive and comparative 
analysis of the reading programs most often used in Lima. Based on theory and 
practice concerning reading research, some important structural and instructional 
variables were selected to determine the similarities and differences of the 
various programs. This analysis, however, does not pretend to be an all-around 
evaluation. First, the main characteristics of the books were defined. Second, 
the author's methodological approach and main goal were identified. Third, the 
number of units and its organization was delimited and a classification and 
distribution of the units was done according to their main objective. Finally, a 
pedagogical analysis was undertaken. The progression in which letter-sound 
sequence is taught and the learning and teaching objectives and activities were 
identified. 
5. Method 
A survey was carried out in 30 public and private schools and in the main 
bookshops of Lima. Nine reading programs, frequently used in Lima in the 1986 
school period, were selected for analysis. The sample of reading programs 
included: (1) Coquito, (2) Despertar, (3) Espejito, (4) Lalo, (5) Micho, (6) 
Silabario, (7) Picaflor, (8) Sendero, and (9) Soowesas. 
The instrument used to examine the reading programs was a Reading 
Program Analysis System. This was explicitly devised forthis research to assure 
a systematic analysis of the programs, especially in those cases where no 
teacher's manuals were available. The items were selected on the basis of 
research on beginning reading and instructional design. It was subdivided into 
formal analysis and pedagogical analysis. 
The formal analysis allowed us to determine: 
- Title, author, publisher, country, first edition, and edition analyzed. 
- Author's method and main goal. 
- Instructional materials, e.g., teacher's manual, instructions on book 
cover, readiness program, sets of books, workbook or worksheets and other. 
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- Unit organization, where the total number of units and pages are 
indicated, and extension and types of units were identified. These are: learning, 
short texts, review and assessment. 
The pedagogical analysis allowed us to describe: 
- Pace and order in which letter-sound associations are presented as 
well as the context in which these correspondences are taught, and if they are 
associated to letters, syllables, words or sentences. 
- The learning objectives of each unit that were grouped into four 
categories: (a) letter-sound correspondences: vowels, regular consonants, 
double consonants, irregular consonants; (b) type of syllables cv, vc, cvc, cw, 
ccv, ccvc, cwc; (c) word recognition; and (d) reading comprehension. 
- The activities suggested for each unit, e.g. dialogue using new words, 
object naming, recognition of the initial sound of words and syllables, reading 
syllables, word composition, reading isolated words, syllable and letter analysis, 
word synthesis, sentence and paragraph reading, reading tongue twisters, cloze 
technique, sentence comprehension, reading comprehension, and writing. (For 
a complete version of the Reading Program Analysis System see Appendix A). 
The data were gathered by examining the readers, workbooks and 
teacher'smanuals.The procedure wasdivided into three steps: (l)the introductory 
information on each reading program was written in the R.P.A.S.; (2) units were 
numbered and classified according to theirtype ; and (3) objectives and activities 
for each unit were identified. 
6. Results and Discussion 
With a formal analysis of the reading programs the main characteristics 
of the programs could be identified. They are presented in Table 1. Only six 
reading programs meet the international publishing standards, viz. Despertar, 
Lalo, Nuevo Silabario, Picaflor, Sendero and Sorpresas. All programs indicate 
the author, publisher and country. Five out of nine are published in Peru and four 
in Spain. Out of these four, Picaflor is especially developed for Peru and 
Despertador Hispanoamérica. Three reading programs include no information 
concerning the date of the first edition or the publication date of the edition 
analyzed. Micho does not indicate them at all. 
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Table 1 
General characteristics of the reading programs 
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Table 2 presents the author's definition of the method and the main goal. 
As can be seen, eight programs specified a method and five a main goal. Three 
authors define their method as mixed, two authors as syllabic, one as whole 
word, one as onomatopoeic and one as onomatopoeic and mixed. Neither 
method nor the main goal are specified in Nuevo Silabario. The predominant 
methodological approach is the mixed method, viz. Despertar, Espejito, La/oand 
Sorpresas. Though Coquito's author defined the method as whole word 
method, the analysis indicated that it is a mixed method. The same holds true 
for Nuevo Silabario. Therefore, these two programs can also be included in this 
approach. Only two reading programs are classified as syllabic, viz. Picaflorand 
Sendero. Finally two programs define their method as onomatopoeic, viz. 
Espejito and Micho. The first one only uses onomatopoeia in teaching the 
vowels, while Micho uses it for vowels and consonants. 
A main goal must be clearly defined to identify the objectives that lead 
to it (Gagné and Briggs, 1974). Five of the nine programs stated a main goal. In 
Sorpresas, reading is defined as: "learning a symbolic system of signs and 
comprehension of written language." Though it is a broad definition, it is stated 
that both decoding and comprehension must be achieved. Coquito, Despertar, 
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Lalo and Picaflor, however, only allude to "learning to read" or "learning to read 
and write," without properly defining it in terms of decoding and comprehension 
skills. This makes it difficult to establish a learning hierarchy, as well as to identify 
the steps that must be attained to achieve the main goal. 
Table 2 
Author's definition of method and main goal 
Reading 
Program 
Coquito 
Despertar 
Espejíto 
Lalo 
Micho 
Nuevo 
Silabario 
Picaflor 
Sendero 
Sorpresa» 
Method 
whole 
word 
mixed 
onomatopoeic 
and mixed 
mixed 
onomatopoeic 
* 
syllabic 
syllabic 
mixed 
Main Goal 
"Learning to read, as well to 
think, understand and create" 
"Learning to read and write." 
* 
"Developing reading and writing 
simultaneously" 
* 
* 
"Learning of reading and writing 
in script and cursive letters" 
* 
"Learning a symbolic systemof 
signs and comprehension of 
written language" 
V . •· ^ ^ ч ·. "· -.-.-.ч ч % •. v. -. чч ^ •· ^ \ ·. •. ^Х-Ч 
* not available 
The instructional materials are displayed in Table 3. Four programs 
include complete sets of instructional materials, viz. Coquito, Micho, Picaflor, 
and Sorpresas. Lalo and Sendero have complete sets; instead of a teacher's 
manual they include instructions in the book. Nuevo Silabario has neither a 
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manual nor instructions. The teacher's guide, perhaps one of the most important 
elements of a reading program, is included only in five cases, and in all cases, 
except So/presas and Picaflor, information is extremely limited. It has been 
noted that six programs provide instructions for the teacher on the textbook cover 
or in each lesson. For example, Sendero's instructions are quite complete and 
precise, but I think instructions do not replace a teacher's manual. Workbooks 
or worksheets are included in eight of the reading programs and additional 
instructional material is provided in six cases. Readiness programs are included 
in six programs. Six programs publish sets of textbooks, from first to six grade. 
Espejito has textbooks from first to fourth grade. 
Table 3 
Instructional materials for beginning reading textbooks 
R f t Coquta 
Manual 
taütWCÖoos 
Workbook er 
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Sets 
Χ 
Χ 
Χ 
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χ 
χ 
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The number of units, pages and the distribution of units according to their 
type are presented in Table 4. In each case has been indicated the number and 
percent for each type of unit. The planning displayed a common pattern with 
regard to learning and short text units. The main emphasis was learning units. 
In each of these units, a new letter-sound correspondence was presented, 
associated with a syllable or word. Depending on the reading program, syllables, 
words and sentences were also included for the child to read. The percentage 
of learning units in the programs varies from 55% in Sorpresas to 87% in 
Sendero, whereas short texts vary from 5% in Micho up to 22% in Coquito. 
Generally, these are included at the end of the text and the goal is the 
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reinforcement of learning units. Seven programs have review units, but only four 
emphasize this, viz. Espejito, Lalo, Micho ano Sorpresas. Finally, assessment 
units are included in five cases. Lalo is the only program that stresses 
assessment. Coquito included a fifth type of unit called conversation units. 
Analyses of the organization and distribution of units indicated that these 
were not distributed homogeneously. Lalo is the only program that has a 
homogeneous distribution and includes not only learning and short texts, but 
also review and assessment units. 
Table 4 
Beginning reading textbooks unit distribution 
Type of unite 
leafning # 
short text» * 
review « 
% 
«sessrnent # 
total no « 
«ίμηίι« % 
tota) no. 
olpage* 1 
Coquito Despertar Espejito 
44 31 47 
64 69 70 
15 8 9 
22 18 14 
1 10 
2 16 
5 5 
7 11 
69 45 67 
100 100 100 
112 104 126 
talo 
45 
65 
β 
12 
6 
9 
10 
14 
69 
100 
304 
Mcho 
61 
76 
4 
5 
15 
19 
-
80 
100 
159 
Silabario 
42 
79 
8 
15 
3 
6 
-
53 
100 
96 
Picaflor Sendero Sorpresas 
34 35 31 
85 87 55 
3 4 12 
8 11 22 
2 13 
5 23 
1 1 
2 2 
40 40 56 
100 100 100 
94 174 128 
By meansoiapedagogical analysis of the reading programs I determined 
the pace, order and the context in which each letter-sound correspondence was 
taught for each of the nine reading programs. The complete data are presented 
in Appendix B. A synthesis of the sequence for the nine programs is presented 
in Table 5. I have included the median of the nine programs for each letter, as 
well as González and Quesada's (1985) phonological frequency for Lima and an 
indication of the theoretical sequence. The latter was generated on the basis of 
the phonologicalf requency and the level of difficulty of the letter-sound association, 
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based on its pedagogical characteristics, i.e. regular, irregular, double consonants. 
The letters were ranked according to their level of difficulty, going from simple to 
complex. All regular and simple graphemes were ranked as associations of low-
grade difficulty. Later, these were arranged following González and Quesada's 
phonological frequency classification. For example, /e/ is the most frequent 
phoneme in Lima and it is a regular vowel, therefore it has been allocated to first 
place in the rank order. This procedure was followed for the 38 letter-sound 
associations that were identified in the reading programs. 
Using the data in Table 5, a Spearman correlation matrix was computed 
to determine whether there were similarities among the different books, as well 
as with the median, the phonological frequency and the theoretical sequence. 
The data are presented in Table 6. They show that most correlations among the 
books are significant (p<.01). Despertar ana Picaflor correlate significantly 
(p<.01) with all the reading programs in the sample, except with Silabario. The 
same holds true for Espejito, which only contrasts with Micho; while Sorpresas 
correlates with all except Coquito and Silabario. Coquito shows differences with 
Micho and Sorpresas, and Lalo with Micho and Sendero. Sendero correlates 
with all, except Lalo, Micho and Silabario. Micho has the lowest degree of 
resemblance with other programs showing significant correlations only with 
Despertar, Picaflor and Sorpresas. 
Some programs show a higher degree of similarity. This can be seen 
between Coquitoand Silabario (.83), Despertarand Picaflor(.76), Despertaranä 
Espejito (.76), Picaflor ana Sorpresas (.75), Lalo and Silabario (.74), Espejito 
and Lalo (.73), and Picaflor and Sendero (.72). 
All the reading programs have significant correlations with the median, 
except Micho. None of the reading programs show a significant correlation with 
the phonological sequence, whereas Coquito, Despertar, Picafloraná Sendero 
show significant correlations with the theoretical sequence. Results of the 
pedagogical analysis show that most of the reading programs introduce letter-
sound correspondences in the same pace and order. It seems that the authors 
did not considerphonological aspects when constructing their reading programs, 
since there are no correlations with the phonological sequence. Significant 
correlations with the theoretical sequence of four programs indicate, however, 
that they have been developed on a pedagogical basis. In the other cases, it is 
difficult to give an opinion on what was the criteria for the letter-sound sequence. 
The correlation with the median suggest that perhaps "tradition" may play an 
important role in determining the best sequence. 
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Table 5 
Secuence of letter-sound correspondences for each reading program 
С л с ^ Despertar Eepejllo Lato IScho silabario PtcBítof SetkfewSwprwM Ш Ri.O.Th.S. !:; 
a 
θ 
I 
0 
u 
3 
5 
2 
1 
4 
1 
2 
3 
4 
5 
2 
3 
4 
1 
5 
5 
3 
1 
4 
2 
3 
5 
2 
1 
4 
2 
5 
3 
1 
4 
1 
2 
3 
4 
5 
1 
4 
5 
2 
3 
1 
5 
4 
3 
2 
2 
S 
3 
2 
4 
regular аііфіе consonant* 
b 
d 
f 
I 
к 
1(d)· 
1(1)" 
m 
n(d)· 
n(i)" 
Ρ 
s(d)· 
SO)" 
t 
ν 
ζ 
18 
12 
23 
24 
0 
10 
33 
6 
8 
34 
7 
9 
31 
11 
19 
25 
14 
12 
20 
17 
36 
8 
29 
6 
7 
30 
13 
10 
31 
11 
9 
23 
14 
9 
23 
21 
30 
11 
34 
6 
8 
33 
7 
10 
32 
12 
15 
26 
19 
12 
23 
24 
31 
8 
33 
6 
9 
34 
10 
7 
32 
11 
20 
26 
16 
24 
10 
12 
15 
18 
19 
22 
26 
27 
21 
β 
9 
20 
25 
23 
20 
12 
24 
25 
0 
9 
33 
6 
10 
34 
7 
8 
31 
11 
19 
27 
11 
14 
21 
28 
31 
10 
15 
7 
13 
16 
β 
17 
18 
9 
12 
19 
16 
17 
18 
20 
37 
β 
13 
9 
10 
14 
7 
11 
12 
15 
19 
26 
25 
13 
19 
29 
36 
10 
9 
6 
15 
14 
7 
12 
11 
16 
27 
34 
18 
12 
21 
24 
31 
10 
29 
6 
10 
30 
7 
10 
31 
11 
19 
26 
20 
9 
0 
26 
15 
10 
31 
17 
12 
0 
19 
5 
24 
11 
205 
S 
15 
8 
20 
18 
12 
9 
19 
13 
11 
21 
14 
6 
17 
10 
16 
7 
double graph regular consonante 
eh 
II 
ñ 
qu·" 
rr 
28 
27 
17 
29 
15 
21 
22 
16 
33 
27 
16 
22 
24 
29 
20 
30 
28 
18 
17 
14 
11 
31 
29 
14 
34 
30 
29 
18 
17 
15 
24 
34 
33 
32 
23 
34 
30 
25 
29 
33 
32 
21 
20 
18 
24 
28 
28 
20 
29 
24 
30 
28 5 
32 
15 
25 
24 
23 
25 
38 
22 
Irregular consonants 
c=k 
c=s 
fl=l 
я=яи 
h 
r(d) 
r(i) 
r(rr) 
У=(') 
V(«) 
X 
16 
26 
20 
30 
22 
13 
32 
14 
0 
21 
36 
>. .... 
19 
26 
34 
24 
18 
32 
28 
25 
0 
15 
35 
¿ L ' I T " 
13 
17 
0 
25 
28 
19 
35 
18 
0 
27 
31 
s ^ i l 
16 
27 
25 
21 
22 
13 
35 
15 
0 
29 
0 
13 
35 
36 
17 
32 
33 
7 
6 
0 
30 
28 
" T T Í 
16 
28 
26 
21 
23 
13 
32 
14 
0 
22 
0 
30 
20 
29 
36 
25 
26 
27 
22 
6 
35 
37 
• Ж ; І Л 
28 
27 
21 
22 
31 
24 
23 
32 
6 
35 
36 
·.·. SS·. 
17 
35 
30 
26 
31 
23 
22 
25 
8 
33 
37 
ís s ss 
16 
27 
28 
24 
28 
23 
28 
18 
6 
29 
36 
' • .
 v 
15 
5 
265 
23 
0 
13 
0 
22 
75 
28 5 
0 
i"iü 
28 
26 
30 
29 
37 
34 
36 
35 
27 
31 
37 
•
л 
"• 
3 
-
^ 
V 
s 
%ч 
О 
'In cv syllables 
" In ve syllables 
*" It в not an isolated grapheme, but it works as one 
Ш с median, Ph О - phonologtcal order according to frequency Th S · theoretical sequence 
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Table 6 
Spearman correlations between the sequences of 
letter-sounds in the nine reading programs 
Coquito 
п*ч*л« 
Ъа»№ 
talo 
le ело 
»libarlo 
Wcaftor 
S«W(*r* 
Sow»*»«* 
Meten 
WbOt*f 
Пі&фмяе· 
Éoqut» Oespirtif 
58· 
66* 76· 
57* бе­
ге 47* 
ВЗ' 42 
SV 76' 
56' 59' 
42 61* 
83* 76' 
17 26 
45* 48* 
ВДк» 
73-
35 
48· 
69* 
52· 
54* 
71* 
21 
36 
talo 
37 
74' 
57* 
42 
57* 
65' 
41 
21 
ИЬвЬо dilatarla 
26 
5 Г 32 
40 43 
49' 31 
44 69' 
22 30 
27 30 
Pfeaftar 
72* 
75' 
68' 
40 
59· 
Sindoni SarpraMs I M Ph.Û. Ï.S. 
66* 
er ε? 
24 17 24 
65· 44 53* 08 
* level of significance lor one-tailed test ρ < 01 
The analysis of the learning objectives is presented in Tables 7 and 8. 
Table 7 shows the number of lessons devoted to vanous learning objectives 
(letter-sound correspondences, types of syllables and strategies). As can be 
observed, in letter-sound association, all reading programs agree in accentuating 
regular consonants. This is to be expected, since regular consonants are more 
frequent and constitute a simple task for beginning readers. Closer analysis 
reveals that in seven cases emphasis is put on cv syllables. These types of 
syllables are the easiest association and the most frequent in Spanish (Alarcos 
Llorach, 1965; Navarro Tomás, 1967). Despertar and Micho give the same 
weight to cv, vc and complex syllables. These programs do not estimate the task 
from simple to complex, nor do they give characteristics of the language. 
Table 8 is a summary of objectives per group. It reveals that Lalo is the 
only reading program that gives full attention to all the learning objectives. 
Coquito, Despertar, Espejito, Micho, Nuevo Silabario, and Sorpresas stress 
letter-sound, syllable and word correspondence. Sendero emphasizes letter-
sound and syllable correspondences, as well as reading comprehension. 
Finally, Picaflor and Sorpresas only emphasize letter-sound and syllable 
correspondences. 
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Table 7 
Number of lessons per learning objective for each reading program 
:
 % 
Objectives 
Coquito ÖMpertar 
: tenw-fioworf corresponden» 
vowels 
reg. consonants 
double consonants 
irreg consonants 
types «fsytlabtes 
cv 
vc 
cvc 
cw 
ccv.cwc 
Btrategtas 
word recognition 
comprehension 
s 
16 
4 
10 
24 
5 
5 
2 
9 
39 
0 
1 
14 
4 
9 
-
27 
22 
12 
15 
4 
29 
0 
Sipí]lte 
5 
14 
4 
8 
^ , 
26 
10 
7 
7 
9 
41 
0 
Lak» 
5 
13 
6 
β 
' 
21 
4 
4 
10 
13 
40 
32 
Mie»» Silabario 
5 
14 
4 
11 
28 
24 
31 
14 
15 
28 
0 
% 
5 
13 
4 
8 
21 
5 
5 
3 
39 
0 
ttcaftor 8«кі*го 
1 
14 
4 
10 
19 
6 
9 
10 
4 
0 
6 
5 
14 
4 
12 
25 
4 
2 
8 
3 
0 
24 
Sotpfftta* 
2 
13 
4 
9 
-
21 
7 
4 
1 
3 
12 
0 
Table 8 
Percentage of objectives according to type 
letter-sound 
correspondence 
syllable 
correspondence 
word 
correspondence 
reading 
comprehension 
# 
% 
# 
% 
* 
% 
# 
Coquito Despertar Espepto 
35 
29 
45 
38 
39 
33 
0 
28 
20 
80 
58 
29 
21 
0 
31 
24 
59 
45 
41 
31 
0 
Lato 
32 
21 
52 
34 
39 
25 
32 
21 
Micho Síaber» Picaflor Sendero 
34 
20 
112' 
64 
28 
16 
0 
30 
29 
34 
33 
39 
38 
0 
29 
35 
48 
58 
0 
6 
7 
35 
35 
42 
42 
0 
24 
24 
Sorpresas 
28 
37 
36 
47 
12 
16 
0 
As can be concluded, usually, the syllable is the pivot axis on which 
Spanish language reading programs are built. This means that the basic unit 
taught is the syllable and that decoding is stressed. These results go along with 
those of Goyen (1989), who also found that phonics plays a major role in 
Spanish. 
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Finally, with regard to strategies, word recognition predominates 
compared to reading comprehension. According to Vacca, Vacca and Grove 
(1987) word recognition is the reader's ability to recognize words rapidly and 
automatically. Word recognition is given full attention in six cases, viz. Coquito, 
Despertar, Espejito, Lalo, Micho, and Nuevo Silabario, whereas Lalo and 
Sendero are the only programs that highlight reading comprehension. Lalo is 
the only reading program working with both strategies, while Sendero emphasizes 
reading comprehension. Picaflorand So/presas do not accentuate either one, 
though Picaflor has some reading comprehension units and Sorpresas some 
word correspondence units. These findings coincide with those of Braslavsky 
(1982), who pointed out that little attention is given to reading comprehension in 
Latin America. 
Results on suggested pupil activities are featured in Table 9. For each 
reading program, the number of lessons devoted to each activity and the rank 
orders are presented. It can be observed that some type of activities are common 
to all reading programs. These are: activities to motivate pupils or stimulate their 
attention, reading syllables, reading words without visual aid, reading of simple 
sentences with familiar words, reading of short paragraphs for reinforcement, 
reading tongue twisters, poems and songs, and the teaching of writing. 
Activity clusters have been identified matching with two methodological 
approaches. Category one is the syllabic approach. Emphasis is put on the code 
and systematic phonics, typified by a higher emphasis on: reading syllables with 
visual aids, reading syllables in vertical and/or horizontal columns, word 
composition combining syllables, reading isolated words without visual aids. 
Picaflorand Sendero emphasize these activities. Category two is a combined 
approach. Phonics is intrinsic and emphasis is put on meaning and is characterized 
by reading isolated words with or without visual aids, word analysis in syllables 
and word synthesis. Coquito, Despertar, Espejito and La/of all into this category. 
Micho, Nuevo Silabario and Sorpresas do not show any type of activities 
consistently. 
The activities analysis was done on the basis of the teacher's manuals 
and/or instructions on the book cover. These are usually mentioned in global 
terms for all learning units. In some cases, an example of detailed activities for 
a typical lesson was presented, as in, for example a lesson on vowel learning or 
on regular consonants. There are some other cases as in Picaflorand Sorpresas 
where the manuals are somewhat more explicit. But the only case in which 
precise and clear guidelines have beenfound for each lesson is in the instructions 
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Table 9 
Frequency and rank order per activity 
Actfvitìèe " Coquifo Deep*'»/ Espejiio Ыо Mretw» siübwte Щ<аШ S«tnfer* Sorpresas 
AI Conversation about 
newwoNfe 
A i OyectftaroNhe 
,A3 й«о^11в№*Г 
IniM sound 
M Reading syBables 
withvisuriak) 
A5 «оа«)(Г)о4уЯШ«в 
'\X\ OÜÏUtftttS 
Аб Word сотроміюп 
combining syltablas 
A? Reading words with 
visual aid 
A8 Reading isolated 
without visual: aid 
Ad Word anatys» with 
iyllabtes 
AtQ Word anafysiu with 
lenet» 
A l t WOTd unities« 
Aiafteadifteiimpfe 
sentences 
Ala Reading paragraphs 
A H Reading tongue twisters» 
pe^m»» songs 
A15 Sentences compretierafon 
ctoze technique 
AteOueslionson 
esodino «omprshsnstoö 
Αι 7 Tsactung ot wrKtr j^ 
is simultaneous 
AtSDiclafron 
5 29 0 0 3 3 0 0 3 4 1 
12.5 3 - - 7 - - 2.5 11 
44 26 41 39 26 5 0 34 2 
4 8 5 5.5 8 9 9.5 - 2.5 10 
5 28 5 7 0 5 1 6 3 
12.5 4.5 12 14 9.5 11 12 9 
0 0 0 0 0 0 2 3 28 15 
7 6 5.5 
39 26 38 39 54 37 33 28 29 
7.5 8.5 7 5 β 4.5 5 4 5 6 3 
0 0 38 39 5 4 2 0 3 3 28 0 
7.5 8 4.5 7 4 5 6 
49 25 46 46 28 39 0 0 12 
1 10 3 4 8 3 - 7.5 
39 33 49 43 56 39 35 33 32 
7.5 1 2 5 3 3 3 4 2 
44 28 44 39 0 0 0 0 0 
4 4.5 4 8 
0 0 2 9 0 0 0 0 0 0 
9 5 
44 28 29 39 0 0 0 0 0 
4 4.5 9 5 8 - -
44 28 41 55 63 39 31 27 28 
4 4 5 5.5 3 2 3 6 8 4 
38 12 18 34 35 11 16 3 12 
9 11 11 11 6 8 8 14 7 5 
7 15 4 5 4 35 7 5 15 
11 12 13 15 10 6 9 5 13 5 5 
1 0 0 32 0 0 0 13 0 
14 - 12 10 
0 0 0 10 0 0 7 24 0 
13 - - 9.5 9 
44 30 53 69 80 53 37 40 44 
4 2 1 1 1 1 2 1 1 
35 0 0 5 8 0 0 38 12 0 
10 - - 2 - - 1 11 
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given by Sendero in the textbook. Generally the manuals do not give concrete 
guidelines to work out the reading program activities. Restricted information 
about teaching activities has been reported in several studies (Inizan, 1978; 
Capella et al, 1982; Thorne and Merkx, 1986; Freeman, 1988). 
7. Concluding notes 
The purpose of this study was to answer some questions about the 
reading programs most often used in Lima. To do so I have described, compared 
and analyzed the programs using a number of pedagogical and instructional 
variables. Table 10 is a summary of the data gathered in the preceding tables. 
An evaluation of each reading program and variable examined has been done 
by establishing three categories. If one of the variables was present a plus (+) 
was designated, if it was partially present a plus-minus (±) was given and if it was 
not present a minus (-) was assigned. It gives a comprehensive and general view 
of the most important findings in this study. 
Table 10 
Summary of R.P.A.S. data 
"\ I 4 ; / \ . ' Ъ»Ф> ЪцщпюЬффо Ш* MichoSíMwHftPíwllw bnbnSwpnsas 
Svmnwy <rf tonnai analyt Ι« 
publishing standards 
instructional material 
unit distribution 
author's definition 
+ 
+ 
± 
+ 
+ 
± 
+ 
-
± 
± 
± 
Summaiy pf pedagogica ani instructional înalyst» 
letter-sound sequence 
-phonological sequence 
-theoretical sequence 
learning objectives 
letter-sound correspondence 
types of syllables 
word recognition 
reading comprehension 
suggested activities 
motivation 
methodological approach 
comprehension skills 
writing 
-
+ 
+ 
+ 
+ 
-
+ 
+ 
-
+ 
-
+ 
+ 
-
+ 
-
+ 
+ 
-
± 
-
+ 
+ 
+ 
-
i 
+ 
-
± 
+ 
± 
+ 
+ 
-
-
+ 
+ 
+ 
+ 
± 
+ 
+ 
+ 
+ 
± 
± 
-
-
+ 
-
-
-
+ 
-
± 
+ 
± 
-
-
-
+ 
+ 
+ 
-
-
+ 
-
± 
+ 
± 
± 
+ 
-
+ 
+ 
+ 
-
± 
± 
+ 
± 
+ 
+ 
± 
± 
± 
-
+ 
+ 
+ 
-
+ 
+ 
+ 
+ 
+ 
+ 
+ 
± 
+ 
-
+ 
+ 
+ 
-
+ 
-
-
+ 
(+) present 
(l) partially present 
(-) not present 
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The conclusions for each reading program are: 
Lalo is the program that brings together more positive aspects. The 
organization and distribution of the different units has permitted me to identify 
that besides learning units, the program included review and assessment units. 
The learning objectives consist of the two reading process components -
decoding and comprehension. It uses a combined methodological approach. 
The objectives and activities are clearly delimited and the task is organized from 
simple to complex. Words containing cv syllables are taught first, followed by vc, 
and complex syllables. Word recognition and comprehension skills are taught. 
The latter are developed by means of cloze technique and questions on reading 
comprehension. Writing is taught simultaneously. Among the negative aspects 
it must be mentioned that instructions are found on the cover of the reader and 
that the program does not have a teacher's manual. I could not determine the 
criteria used in the letter-sound sequence. I think that the authors have given 
more emphasis to the type of syllables in a word, than to the pace and order in 
which letter-sound correspondences are taught. 
Sendero is also a program with many positive aspects. Both decoding 
and comprehension are taught. The methodological approach is syllabic. The 
task has been organized from simple to complex based both on the pedagogical 
characteristics of the letters and syllables. Comprehension skills are developed 
using cloze technique and questions on reading comprehension. Writing is 
taught simultaneously. As in Lalo, one of the negative aspects is the lack of a 
manual. Nevertheless, brief and precise instructions are included in every 
lesson and the specific learning objectives are described at the end of the 
textbook. The program does not include review nor assessment units. The 
assessment of objectives is, however, specified in each lesson. 
Coquito is another program in which positive aspects have been 
identified. It uses a mixed method. Reading is taught by means of analysis and 
synthesis; emphasis is put on words and its syllables. Word recognition skills are 
stressed. The letter-sound sequence and type of syllables has been organized 
from simple to complex. Words consisting of cv syllables and regular consonants 
are taught first. Writing is associated with reading. One of its negative aspects 
is that no review units are included. The most vulnerable point is that reading 
comprehension skills are missing, although in the teacher's manual it is 
accentuated. Decoding is the only reading component taught. 
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Picaflons similarto Sendero. Both programs are published by the same 
company. The methodological approach is syllabic. The task is organized on 
the basis of the pedagogical characteristics of letters and syllables. The teaching 
of writing is simultaneous. It differs from Sendero in that P/cafloronly stresses 
decoding and comprehension is not emphasized. Another negative aspect is 
that review and assessment are not given importance. 
Sorpresas is based on a mixed approach. Reading is taught by means 
of word recognition and analysis. As an additional didactic support, the program 
uses a series of dolls of different colors and sizes that represent the vowels and 
consonants. Inthe teacher's manual, the objectives of each lesson are specified. 
The teaching of writing is associated with reading. The program does not include 
assessment units. Only decoding skills are stressed. Though comprehension is 
mentioned, specific activKies are not included. 
Despertarte based on a mixed methodological approach. Emphasis is 
put on words and its syllables. Although the letter-sound sequence is adequate, 
the characteristics of the syllables have not been taken into account. The same 
weight is given to simple and complex syllables. Moreover, decoding is 
emphasized and comprehension is not taught. It has only one review unit. The 
program does not have any instructional materials. 
Espejito is based both on the onomatopoeic and mixed methods. The 
teaching of vowels is isolated using onomatopoeia, while consonants are taught 
by a mixed method. Emphasis is put on words and its elements (syllables and 
letters). Reading is taught by means of analysis and synthesis. Only decoding 
is accentuated and no comprehension skills are practiced. 
Nuevo Silabario shares some characteristics with Coquito. It is also 
based on a mixed approach and word recognition skills are taught. In contrast 
to Coquito, the letter-sound sequence has no significant correlation with the 
theoretical sequence. The task is only based on the characteristics of the 
syllables. Words consisting of cv syllables are taught first. The program has 
three review units and no assessment u nits. No teacher's manual nor instructions 
are included. Decoding is the only reading component taught. 
Micho is based exclusively on the onomatopoeic method. This program 
has more negative than positive aspects. The planning includes learning, short 
texts and review units, but no assessment units. Letter-sound sequence is not 
organized properly and the same weight is given to simple and complex 
syllables. Decoding is the only component taught. 
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Based on this evaluation, the following general conclusions on the 
pedagogical and instructional variables of the reading texts can be stated: 
(1 ) Most of the reading programs meet international publishing standards. 
(2) Not all the programs have a complete assortment of instructional 
materials. 
(3) The organization of the program and how units are distributed does 
not always reflect the learning process. Emphasis is put on learning 
units. Review or assessment units are not always included. 
(4) Most reading programs introduce letter-sound correspondences in 
the same order, beginning with vowels. Emphasis is given to the 
teaching of regular consonants. The sequence appears based on 
the pedagogical characteristics of the letters. It does not seem to be 
based on phonological or psycholinguistic studies. 
(5) The syllable plays an important role in the organization of the task. 
Most programs emphasize cv syllables which are taught first, followed 
by vc and complex syllables. 
(6) The reading process is partially present. Decoding and word 
recognition skills are stressed in most of the reading programs. 
Reading comprehension is only taught in two programs, however. 
(7) Most of the programs are based on a mixed approach, one that uses 
both analysis and synthesis. Meaning, however, is not always 
accentuated. 
(8) All reading programs teach writing simultaneously. 
I was aware that reading programs can also be analyzed by considering 
other aspects such as: vocabulary, sentence structure, story content, layout, 
type face, illustrations, among others. Further studies on this matter should be 
undertaken. A reading program developer should contemplate the different 
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elements pointed out in this study, as well as the others aspects mentioned 
above. 
From this evaluation it can be concluded that many of the reading 
programs have weak aspects. The study revealed that studies on instructional 
design and reading are not always taken into account. Only a partial view of the 
reading process exists, which is defined intermsof decoding. This is not enough, 
since to get meaning from the printed material, comprehension skills as well as 
decoding are needed. 
Lima urgently needs adequate reading programs. The type of reading 
program shapes the nature of reading practices (Beck and Block, 1978; Chali, 
1983). Usually, these programs are conceived to guide the teacher's teaching 
and to meet the needs of the majority of pupils in a classroom. This study 
indicated thatthis is notthecase in the reading programs analyzed. Consequently, 
I think that beginning reading research should be encouraged and experimental 
studies on reading programs and materials should be promoted. Projects such 
as those of the Van Leer Foundation and the Ministry de Education should be 
fostered. This will ease the teaching and learning of reading for Peruvian 
children. 
4 
Beading Tests for Lima 
1. Achievement reading tests 
Achievement tests assess students' skill development in academic 
content areas. They are either screening or diagnostic devices. Screening is 
used to assess the extent to which a student has acquired those skills that most 
others of the same age have acquired. Diagnostic tests give precise details of 
skill development strengths and weaknesses. Some tests can be either group-
administered or individually administered. Most tests are norm-referenced and 
use scores based on a standardization group. These are thought to reflect 
curricular trends. Others are criterion-referenced and reflect the objectives of 
specific content areas (Salvia and Ysseldyke, 1978). 
Some tests evaluate single subject-matter areas, such as reading or 
mathematics. Others are multiple-skill batteries. Both types must reflect the 
content of the curriculum. They are used to evaluate progress, to provide a global 
index of academic skill development, and to evaluate the effectiveness of 
alternative curricula. 
Reading tests are instruments used to assess the extent to which a 
student has acquired reading skills. Following Salvia and Ysseldyke (1978), the 
skills assessed by reading tests are: (1 ) accuracy and fluency, (2) comprehension 
skills, (3) word attack skills, (4) word recognition skills, and (5) rate of reading. 
Oral reading tests are individually administered and usually evaluate 
accuracy, fluency and rate. These tests consist either of lists of words or 
paragraphs that the student reads aloud. Paragraphs are arranged sequentially 
according to their degree of difficulty. 
Silent reading tests usually evaluate comprehension skills and can be 
group-administered. Reading comprehension assessment is a more complex 
task and is influenced by the text and its appropriateness to the student's prior 
knowledge. The quantity and density of information in a text play an important 
role in comprehension. It is essential to specify what must be inferred for 
developing test items. Johnston (1983) suggested that to develop test items: 
'There are three possible ways to deal with the effect of background knowledge 
in assessment: 
50 
Reading tests 51 
1. carefully select text and questions so as to eliminate those which 
might contain 'biases'; 
2. assess in the language which is appropriate to the reader's 
subculture as well as in the standard language; 
3. assess in various contents and language structures but include 
assessment which will discriminate between background-
knowledge-induced problems and others" (p. 33). 
Reading comprehension tests assess three kinds of skills: literal, 
inferential, and listening comprehension. Literal comprehension is assessed by 
questions based directly on the content of a paragraph. Inferential comprehension 
requires the student to derive meaning from printed material. Listening 
comprehension is determined by reading a paragraph to a student and then 
asking questions based on recall or understanding of the read material (Salvia 
and Ysseldyke, 1978). 
Different types of devices have been described to assess beginning 
reading comprehension: selection of the best illustration to describe a sentence 
or paragraph, making titles for illustration, illustration of a written paragraph, 
following directions, questions with multiple choice answers, true/false items, 
cloze technique (de la Cruz, 1982; Condemarin, 1982; Dubois, 1982; Johnston, 
1984; Bendito et al., 1985). 
2. Reading tests In Spanish 
Some achievement reading tests for elementary school children have 
been constructed in Spain and Latin America. Most of these tests are used as 
assessment tools in Lima. A brief description of each one follows. 
Lectura Ora/(Oral Reading), García Hoz (Molina, 1981 ), is an individually-
administered reading test devised to measure oral reading in children aged six 
through 12. Depending on the child's age, the test uses texts of different length 
and difficulty level. Scoring is based on the number of errors. There is no data 
on validity or reliability. 
Lectura Silenciosa (Silent Reading), Fernández Huerta (Molina, 1981). 
This is an instrument devised to measure reading comprehension in silent 
reading. It is group-administered and is intended for children aged nine to 14. 
Mean scores for each age have been established. There is no data on validity 
or reliability. 
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Prueba de Lectura (Reading Test), Pérez Gonzales (Molina, 1981), is 
a reading test devised to assess reading comprehension, accuracy of oral 
reading, and rate of reading in first grade children. Norms for Las Palmas in Gran 
Canana (The Canary Islands) have been established. There is no data on 
validity or reliability. 
Batería de Lectura (Reading Battery), Inizan (1983). This is a French 
reading test (Inizan, 1979), adapted to Spanish. The test is devised to measure 
accuracy in oral reading, spelling and reading comprehension of first grade 
children. Raw scores are converted to equivalent scores. The norms, however, 
are based only on the French sample. There is no data on reliability. 
Prueba de Lectura (Reading Test), de la Cruz (1979). This is a group-
administered test consisting of a series of measures of specific reading skills. 
The test has two levels and six subtests: level 1 for pre-school and first grade; 
and level 2 for second grade. The test assesses auditory comprehension, visual 
comprehension, visual discrimination, and reading comprehension skills. It has 
been standardized in a sample of 300 children from Madrid, aged four to seven. 
Split-half reliability for each level and subtest range from .73 to .98. Validity was 
established by correlating the test with tests that measure related skills. 
Correlations range from .41 to .70. 
Test de Análisis de Lecto-escritura (TALE) (Reading-Writing Analysis 
Test), Cervera and Toro (1980). The test was conceived to evaluate both 
reading and writing. The reading test consists of four levels for first to fourth 
grade, designed to measure accuracy of oral reading and reading comprehension. 
The writing test consists in copying a text, followed by a dictation of the same 
paragraph. Scores are based on the number of errors. Means have been 
established for each level and subtest. 
Prueba de Comprensión Lectora de Complejidad Lingüística Progresiva 
(Progressive Linguistic Complexity Reading Comprehension Test), Alliende, 
Condemarin, and Milicic (1982). This is a group-administered test devised to 
assess reading comprehension in grades one through five. The test has 33 
subtests and 255 items. The test-retest reliability was .95. Two kinds of validity 
information are reported. Predictive validity was established by correlation with 
achievement in language arts (r = .45). Concurrent validity was established by 
correlating scores on the Herschel reading test and the Condemarin and 
Blomquist dyslexia test. The test is norm-referenced in Chile. 
Prueba de Lectura y Número de Herschel (Herschel Reading and 
Number Test), (Rosales, 1984, 1989). This is a multiple-skill test, originally 
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constructed in English and published in Spanish in 1968. It assesses both 
reading and arithmetic. The reading test is group-administered and consists of 
different levels and two forms. It assesses written vocabulary and comprehension. 
Test-retest reliability was .75 and split-half was .84. Two kinds of validity 
information are reported. Concurrent validity was established with academic 
achievement (r = .64). Predictive validity was established by correlating the test 
with the teacher's opinion about the student's reading ability (r=.69). 
3. Studies of reading achievement In Lima 
Few studies using reading tests have been carried out in Lima. The most 
important findings are described here. 
Three research projects have used the de la Cruz reading test. Salazar, 
Avila and Delgado (1985) of INIDE (National Institute for Educational 
Development) adapted the test by adjusting the vocabulary to the Spanish 
spoken in Lima. No data on reliability or validity are given and the adaptation has 
not been published. Majluf (1988) reported one study which used a simplified 
version of the test with children from Lima and other cities in Peru. Results 
showed a main effect of the stimulation and socio-cultural level on reading 
achievement. Socio-cultural level is related to the geographical area where 
children live. Gender differences were found in children of lower socio-cultural 
levels. On the coast and in the highlands boys scored higher, while in the Amazon 
jungle girls did. Vega (1988) administered the test to a mixed gender sample of 
216 children from public and private schools in Lima. Results showed significant 
differences in the reading scores of children attending public and private schools. 
Children in private schools scored higher in reading achievement. No significant 
gender differences were found, although boys scored higher in public schools 
while girls scored higher in private schools. There is no report of reliability or 
validity data for the testing done in Peru. 
Stevenson and Chen (1989) reported a longitudinal study of the effect 
of schooling on Peruvian children. Three variables were studied: children's ages 
(6-8 and 9-12), where they lived (city slums or rural areas); and number of years 
of schooling (none, 1,2, or 3 years). Schooling had a strong effect on academic 
achievement, but city children were higher achievers overall. Both schooled and 
nonschooled city children showed a greater benefit from reading instruction than 
did the children in rural areas. 
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Rosales (1984; 1989) administered the Herschel reading test to a mixed 
gender sample of 1,537 students, aged nine through 11, from eight urban areas 
in the Department of Lima. Some test items were eliminated to simplify scoring. 
No data on the reliability or validity of these changes were reported. Findings 
showed unsatisfactory reading comprehension skills in the student sample as a 
whole. There was, however, a correlation between the population density and 
test scores. Students from highly-populated areas, where there are more 
possibilities for communication and social and cultural exchange, performed 
better. 
Pérez and Vizurraga (1989) developed a reading test to assess 
comprehension in third and fourth grade children. It was administered to 161 
children from a public school. No validity or reliability data were reported. 
Significant differences were found between fourth and third graders, the former 
performed better than the latter. Boys scored higher than girls. The authors 
proposed guidelines for the development of reading comprehension skills. 
4. The Problem 
Lima has no local tests for measuring reading achievement. Whether 
a child is promoted to second grade depends, however on his/her reading level. 
Criteria for promotion are based on the school's standards and the teacher's 
evaluation. Evaluations are generally based on the reading program that was 
used. What happens when we want to assess a child's level during a school 
year? How can we compare his/her achievement to that of other children within 
the same school or in other schools? How can we determine the competence 
level achievement in a particular school or within a population? To do this, there 
must be valid and reliable measuring instruments which consider the 
characteristics of the population in which they are used. With tests measuring 
oral or written language this is even more important. 
Socio-cultural studies on intelligence testing (Mercer, 1975; Kaufman, 
1976; Reschly & Reschly, 1979; Dean, 1980; McShane & Plas, 1983; Prewitt 
Diaz et al., 1986; Thome et al., 1988) warn of the danger of translating and 
administeringteststopopulationsotherthanthoseforwhich they were construct ed. 
In both cases, content validity and reliability are questioned. It represents a 
disadvantage for subjects assessed with these instruments. 
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In Peru, most children are assessed either with informal reading 
inventories or with reading test materials that are not constructed for or adapted 
to the milieu. Some of the words included in these tests do not belong to the 
children's standard language. None of these materials have local norms. Test 
scores are negatively biased, since they do not measure the children's authentic 
reading level. 
Perhaps one of the reasons for not developing testing materials in Peru 
is that the population is heterogeneous. Developing materials that could be 
adjusted to all children is quite difficult. Nonetheless, I thought that the task was 
not impossible and that such materials could be constructed. 
The purpose of this study was to construct reliable and valid reading 
achievement tests that reflect the first grade reading curriculum and to provide 
norms for first grade children in Lima. Since reading is the product of decoding 
and comprehension (Gough and Tunmer, 1986), the tests constructed for this 
study measure both components. Two tests were developed: an oral reading 
test devised to measure accuracy and rate in decoding skills; and a silent reading 
test devised to assess comprehension skills. 
5. Method 
A stratified random probability sampling procedure was followed to 
determine a school sample from which first grade students were selected. Two 
variables were fixed: (1) type of schools: public and private; and (2) school 
districts called Unidad de Servicios Educativos (Educational Service Units). 
To guarantee a representative sample, Greater Lima was divided into 
three geographical areas: north, central and south. Two school districts were 
randomly selected from each area. In each district, quarters were randomly 
selected and in each quarter one main school and one substitute were selected 
at random. The school sample consisted of 45 public schools and 35 private 
schools. 
The population of Lima has been classified into five socioeconomic 
levels (Banco Central de Reserva, 1984). The categories were determined on 
the basis of living conditions, degree of instruction, income, and housing. The 
poorest group Level I, represents only .35% of the population and consists 
mainly of rural inhabitants living in deplorable conditions. Level II, represents 
10.86%, groups people of low income and socio-cultural levels who live in 
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settlements, called pueblos jóvenes (young towns). The largest group is Level 
III, which represents 48.11% of the population. It is composed mainly of workers 
most of whom live in the pueblos jó venes. Level IV, 20.85%, groups workers who 
live in the city in modest housing conditions. Level V, 8.49% includes the 
professional population with highest income and best housing conditions. 
Table 11 describes the school sample and the characteristics of each 
school district according to levels described above. It must be noted that some 
areas are heterogeneous and include people from different levels. Another 
important aspect that must be mentioned is that children attending a school in a 
certain area do not necessarily live in that area. Finally, children belonging to 
levels I, II and III attend mainly public schools, and those belonging to levels IV 
and V attend private schools. However, in school districts 01 and 06 where the 
population belongs mainly to level III, children attend both types of schools. 
Table 11 
School Sample 
area * 
north 
central 
south 
total 
« •·
 ш
 JAI.« 
district 
01 
06 
02 
13 
09 
10 
scbools 
pubtfe prtvat* 
8 6 
5 4 
9 6 
7 8 
8 6 
8 5 
45 35 
80 
^ Ж ^ х а > й ^ 1 Ж л т о - 3 ^ 
t*ârâderfetic& ОІ ttie neighborhood 
Mainly Level III, although there are 
some very poor areas and slums. 
Mostly Level III; includes some 
pueblos jóvenes. 
Mostly Levels III and IV; middle class. 
Levels IV and V, includes one of the 
best residential areas of Lima. 
Levels III, IV, and V; includes a 
residential area. 
Levels II, III, IV and V; includes 
pueblos jóvenes. 
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The tests were administered by experienced educational psychologists. 
The principal of each school was contacted and informed about the project. 
Once authorization was granted, the date and hour for testing was fixed. Tests 
were administered at the end of the school year, since one of my goals was to 
determine the first grade level. 
The student sample composition is described separately, and is presented 
in the section devoted to the construction procedure for each test. 
6. Test construction procedure 
6.1. Prueba de un minuto (One minute test). This test measures 
accuracy and speed in decoding. It was derived from the Caesar-één-minuut-
test (Caesar one minute test; Mommers, 1983), designed to measure decoding 
speed in Dutch. The Dutch test was made up of a list of 100 words arranged from 
simple to complex, related to a reading program called Veilig leren lezen, 
developed by the same author. It consisted of 12 words that are learned as 
wholes; eight words that derived from the first group by replacing the first or the 
last letter; and 80 words that are learned ne ither as wholes nor by shifting letters. 
The procedure for selecting the Dutch words is presented in the following 
diagram. 
Number of »ytlable« 
Type of sound 
Phonetically regular 
Phonetically Irregular 
one two three 
For one syllable words, Mommers included the following patterns: cvc, 
ccvc, cvcc, ccvcc and words with three consonants either at the beginning or at 
the end. In words with more than one syllable, open and closed vowels were 
included, as well as prefixes and suffixes. The subsequent reading difficulties 
were included in one or more words: open vowels, ch and sch, au and ei, final 
d, nganá nk, words ending in Ik and rk, diphthongs aa/, oo/'and eeu, suffixes ¡e, 
tje and pje and prefixes ge, ve and ver. There were only included those words 
from A. de la Court's Dutch frequency list of words. 
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The Spanish test was constructed differently. Since there is no Spanish 
frequency list of words for Lima, I began by preparing lists of words from the 
reading textbooks most often used in Lima, and generated a list of words 
common to all. A word was excluded if it was not present in all the textbooks that 
had been examined. Words not used currently in Lima were eliminated. The list 
was based on the following criteria: 
(1) letter-sound correspondence - all the Spanish letter/sound 
correspondences were included. 
(2) type of syllables - different types of syllables were included, open 
cv, close vc, cvc, and complex ccv, ccvc. 
(3) length - words of different lengths were included, monosyllables, 
bisyllables and trisyllables. 
(4) type of words - 70-75% nouns, 10% verbs, 10% function words, 
10% adjectives and adverbs. 
(5) words present in the beginning reading textbooks - all words 
included in the list were common to all reading textbooks. 
(6) sequence • the words were arranged from simple to complex. 
A first list of 132 words was produced. A pilot study was done with 60 
children (40 from public schools and 20 from private schools). The complete list 
was administered to the sample, untimed. Once the data were collected, words 
were ranked according to their degree of difficulty. The first 100 words were kept 
and they constituted the Prueba de un minuto (One minute test). Figure 2 shows 
the final list of words. A specimen set of the test (list of words, instructions and 
record form) is presented in Appendix С 
Sample 
The test was administered to children enrolled in first grade in Lima. The 
children came from 80 public and private schools belonging to six different school 
districts. In each school, afirst grade classroomwas selected randomly andfrom 
each 10 children were selected at random. Due to failure in administering the 
test, five cases were eliminated. The final sample consisted of 795 children: 451 
from public schools and 344 from private schools, of these, 374 were boys and 
422 were girls. The distribution of the sample according to type of school, school 
district and gender is presented in Table 12. 
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Figure 2 - Prueba de un minuto 
ml 
dado 
mesa 
su 
marna 
oso 
tu 
tina 
sapo 
pepa 
yo 
helado 
bueno 
llora 
leche 
pan 
sol 
bonito 
con 
un 
malo 
gato 
no 
la 
cuna 
mula 
cosa 
paloma 
vaso 
tomate 
jugo 
hija 
mar 
mucho 
del 
cocina 
ven 
araña 
cara 
más 
pita 
torre 
pelota 
niño 
poco 
puma 
nido 
silla 
zorro 
moneda 
los 
У 
rojo 
chino 
feo 
yema 
foca 
el 
mosca 
arete 
enano 
muñeca 
vela 
luna 
ese 
sala 
gusano 
llave 
que 
mago 
cielo 
selva 
yeso 
ellos 
fila 
ramo 
son 
ducha 
alta 
todos 
ojo 
llama 
nube 
pera 
bote 
rosa 
queso 
beso 
hora 
sube 
Ir 
lobo 
jugar 
no 
estar 
Isla 
kilo 
canta 
hueco 
mundo 
Table 12 
Sample for the Prueba de un minuto 
typè*«F 
schçol 
public 
private 
«hoot 
Oí 
gender 
m f 
34 
26 
47 
31 
**tr!ct* 
02 
m 
46 
25 
f 
44 
32 
« 
06 
m 
15 
23 
f 
35 
17 
m 
30 
36 
*·.-· 
09 
f 
50 
24 
"· -. ^  
10 
m f 
40 40 
30 20 
"  
13 
m 
33 
35 
·. tola) 
f 
37 451 
45 344 
total 138 147 90 140 130 150 795 
60 Chapter 4 
Administration and scoring 
The same criteria used in the Dutch test for administration and scoring 
was followed. The test was individually administered in a quiet place. To create 
the appropriate test conditions, the examiner spoke briefly with the child before 
administering it. The examiner gave the following instruction: "On this card there 
are columns with words. Try to read them as quickly as you can." He/she 
indicated that the word columns were to be read vertically and pointed out at the 
first word mi. The child was allowed to use his/her finger to follow the words. If 
a child lingered more than five seconds with one word, he/she was told to move 
to the next word. Once the child had read up to word 50 sube, the examiner 
quickly turned the card over. During the test, the examiner did not press the child. 
With few exceptions, all children understood the instructions and followed them 
properly. 
As the test progressed, the examiner registered on the record forms 
those words read incorrectly and those that were skipped. If a child made a 
mistake but corrected it immediately, the word was scored as correct. When the 
minute was up, the last word read was marked, and the number of wrong or 
skipped words totalled. The score is the difference between the numberof words 
read correctly and the number of errors (e.g. 37-3=34). 
Reliability and validity 
Reliability in the Dutch test was verified by splitting the test in half and 
administering it in half a minute. Results showed a correlation of .91 between the 
two halves. Use of the Spearman-Brown formula to correct forthe full-length test 
yielded .95 reliability. 
Reliability of the Spanish test was estimated by the test-retest method. 
The test was administered twice within a period of two to three weeks to 102 
children from the test sample. Results showed a reliability coefficient of .96. 
Several studies have reported on the validity of the Caesar one minute 
test. Studies of predictive validity report correlations ranging from .70 to .95, with 
an interval of four months (Mommers, 1983). There has also been reported 
research on divergent validity showing significant correlations with reading 
comprehension ranging from .45 to .50 and significant correlations with spelling 
tests ranging from .38 to .50 (Mommers,1987). 
The decoding test in Spanish was mainly based on content validity. This 
is reflected in the selection of the word list that was previously described. 
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Figure 3 
Frequency distribution 
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Figure 4 
Cumulative distribution 
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Frequency and cumulative distribution 
Figure 3 gives the frequency distribution of scores for the aggregated 
data of both public and private schools, and for each group separately. The score 
range is between 1 and 100 for the whole sample. In public schools the range 
is 1 to 84, and in private schools it is 2 to 100. The three curves are asymmetrical 
and positively skewed, since scores are grouped at the low end and tail off toward 
the right. Figure 4 gives the cumulative distribution for both types of schools 
collectively, and for each independently. As illustrated in the twof igures, children 
in private schools are higher achievers. 
Means and standard deviations 
Table 13 shows means and standard deviations, for both public and 
private schools and for each type separately. 
Table 13 
Means and standard deviations for type of school 
public and 
privata 
Means 
Standard Devation 
30.21 
15.21 
public 
schools 
26.04 
12.40 
private 
school« 
35.65 
16.79 
Percentiles 
Percentile ranks were prepared by undertaking a cumulative frequency 
distribution of raw scores for the test and setting each percentile point at its score 
value. Since differences were observed between public and private schools, 
percentile ranks were established for each type. Tables 14,15 and 16 give the 
percentile ranks for the aggregated data of public and private schools, and for 
each type of school separately. 
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Table 14 
Percentiles and raw scores for first grade children for 
public and private schools 
I 
Ì 
Ì 
Ï 
^ 
•J. 
f. ì 
№ 
t 
f.8. 
1-4 
5-6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
pe 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
¿? 'wS>f " - ,,-ΐνν 44 
f.8. 
20 
21 
22 
23 
24 
25 
26 
27 
28 
" Ä " " ^ 
І І І І І М Н Ш И К Н ' ! 
' pe ^ 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
42 
43 
44 
45 
46 
47 
48 
49 
50 
^¿Й\Чв*!£ 
> А г 
29 
30 
31 
32 
33 
34 
35 
36 
37 
Ι Ι ί ι ίΜι ί Ι Ι Ι ιΊ . ι 
pe, 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
61 
62 
63 
64 
65 
66 
67 
68 
69 
70 
71 
72 
73 
74 
75 
-'•j<es>k.-x»&t\w-¿.\-
- ш 
38 
39 
40 
41 
42 
43 
44 
45 
46 
47 
48 
49-50 
51-52 
53-56 
57-59 
60 
61-64 
65-69 
70-74 
75-80 
pe 
76 
77 
78 
79 
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Table 15 
Percentiles and raw scores for first grade children for 
public schools 
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Table 16 
Percentiles and raw scores for first grade children for 
private schools 
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6.2. Prueba de Comprensión de Lectura Inicia! (Beginning 
reading comprehension test). The purpose of this test is to assess initial 
reading comprehension skills in first grade children. Based on theoretical 
research on reading comprehension assessment (Salvia and Ysseldyke, 1978; 
Schell, 1981 ; Condemarín, 1982; Dubois, 1982; Johnston, 1983,1984; Bendito 
et al. 1985) the following items were selected to construct the test: (1) word 
reading comprehension, (2) sentence comprehension with yes/no options, (3) 
sentence comprehension and picture multiple choice, (4) cloze technique, (5) 
questions and answers, and (6) sequence arrangement. 
Ninety-eight items were devised. The vocabulary used to construct 
items was drawn from a list of words from first grade reading textbooks. All words 
included belonged to current Lima vocabulary. All items were submitted to seven 
judges (four educational psychologists, two first grade teachers and one 
psycholinguist). Judges filled out a written form evaluating each item for content, 
illustrations, and layout. Items were accepted when at least six of the seven 
judges agreed. Some items were adjusted according to suggestions of the 
judges. 
A pilotstudywas carried out with 60 children (40 from public and 20 from 
private schools). The complete pilot test was administered to the sample. To 
choose the appropriate items, I used Kline (1986) criteria. Ambiguous or 
inaccurate items in which illustrations or answers were not precise were 
eliminated. Yes/no items were excluded since it was observed that children 
guessed the answers. Too easy or too difficult items were also eliminated. If an 
item was answered by 90 percent or 100 percent of the sample it was considered 
too easy; if it was answered by 10 percent or less, it was judged too difficult. 
The final version consisted of 30 items and five examples, organized in 
five sections. Items in each section were arranged in order of difficulty. Time 
limits were established for each part. The time limit for the whole test was 21 
minutes. According to Kline (1986), a test for primary school children should not 
take more than 30 minutes or fatigue and boredom will affect the results. A 
description of each section follows. 
(1) Word reading comprehension - this part was designed to assess 
independent and silent word reading. Each item consists of a drawing and three 
multiple choice answers: the right answer; a word that has the same word pattern 
as the correct answer; and a word that is completely different. It contains one 
example and ten items. Time: 2 minutes. Figure 5 illustrates one of the items. 
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Figure 5 - Word reading comprehension 
(2) Sentence comprehensfan - this part was designed to assess the first 
stage of literal sentence reading comprehension. Each item consists of a single 
short sentence associated with three drawings, one of which best illustrates the 
sentence. It comprises one example and four items. Time: 1 minute Figure 6 is 
an example of this type of item. 
Figure 6 - Sentence comprehension 
Pati salta la soga 
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(3) Cloze technique • this part assesses reading comprehension by 
supplying the appropriate response for one missing word. Four possibilities 
are presented for the child to choose: the correct answer; a word that is 
conceptually similar; a word that has the same word pattern; and a word that is 
completely different. This part contains one example and six items. Time: 4 
minutes. Figure 7 gives an example of this type of item. 
Figure 7 - Cloze technique 
Las dan leche 
gallinas varas piedras vacas 
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(4) Literal and inferential comprehension - this part assesses reading 
comprehension of a text of one or two sentences. The text is followed by a 
question and multiple-choice answers, one of which is correct. In this section the 
child is required to do logical reasoning. It contains one example and six items. 
Time: 6 minutes. Figure 8 is an example of this type of item. 
Figure 8 - Literal and inferential comprehension 
Tito se pone Ια chompa 
¿ Qué hace Tito ? í 
se baña se lava se sienta se viste :;Í 
•X· 
(5) Sequence arrangement -this part assesses reading comprehension 
by having the child read a group of sentences and rearrange them in a logical 
sequence. This part contains four items. Time: 8 minutes. Figure 9 is an 
example of this type of item. 
Figure 9 - Sequence arrangement 
Me fui α la tienda. ( ) 
Mi papá me dló dinero. ( ) 
Me compré un chupete. ( ) 
Sample 
The sample came from the 80 public and private schools of Lima. A first 
grade classroom from each school was randomly selected. The number of 
children enrolled in each class were counted, to print enough tests. The total 
number sampled was 2,684: 1,491 from public schools and 1,193 from private 
schools. 
The test was administered to the whole classroom. Due to absenteeism, 
however, 562 cases were lost. The final sample consisted of 2,122 first grade 
students: 1,112 from public schools and 1,010 from private schools, of these, 
1,032 were boys and 1,090 were girls. The distribution of the sample according 
to type of school, school district and gender is presented in Table 17. 
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table 17 
Sample for the Prueba de comprensión 
іур**<А 
school 
public 
private 
total 
*thí>oi 
01 
gender 
m f 
1 102 
61 77 
321 
«ttriet» 
D2 
m f 
135 7 
58 108 
379 
06 
m f 
50 116 
71 51 
288 
s 
О» 
m f 
72 148 
127 78 
425 
-
IO 
m f 
107 94 
97 38 
336 
total 
là 
m f 
69 60 1112 
104 140 1010 
373 2122 
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Administration 
The test was group-administered. Before the tests were distributed, a 
brief introduction created the proper testing conditions. Before beginning each 
part an example was presented and explained to make sure that all children in 
the group understood the instructions. Once instructions were given, the 
examiner administered the corresponding part. Time limits were adhered to and 
additional help was not provided once instructions were given. The total time 
was 21 minutes. 
We faced some problems when we administered the test in the public 
schools and in some private schools. The most important was the lack of 
discipline. In many schools it was difficult to control the children. They did not 
obey the teachersorthe examiners. The children had also difficulties in following 
instructions and these had to be given several times. Another difficulty was that 
in some schools, children had never seen a reading test. Teachers reported that 
as ageneral rule children worked eitherwith their readersorwiththeir copybooks. 
Scoring 
Each item was scored one or zero. The total score was the number of 
correct items. If an item was skipped or more than one answer was marked, the 
item was scored zero. The maximum score was 30. A specimen set of the test 
is included in Appendix D. 
70 Chapter 4 
Reliability and validity 
A random subsample of 237 cases was selected to analyze test 
reliability. Reliability coefficients were computed by the split-half technique. Use 
of the Spearman-Brown formula to correct for the full-length test, gave a .92 
reliability coefficient. 
Using the same sample, item-test analyses were done to assesthe test's 
internal consistency. Results showed an alpha of .89 for the whole test. 
Additionally, three measures of internal consistency were used to analyze the 
test items. Table 18 displays the indices of item difficulties (P-values), corrected 
P-values, corrected item-total correlations, and alpha value if the item were 
deleted. 
To discriminate among low and high achievers an achievement test 
should include easy, intermediate and difficult items. The mean level of difficulty 
should be 50% (Brown, 1980; Ebel, 1977; Downie and Heath, 1973). 
According to the corrected P-values shown in Table 18, the test includes 
easy, intermediate and difficult items. The mean level of the corrected P-values 
is .50. The item-total correlations ideally should be higher than 0.20 (Brown, 
ΙθδΟίΚΙίηβ, 1986;Nunnally, 1987). All test items, fulfill this condition. Finally,the 
alpha value should always be >0.70 (Kline, 1986). Table 18 shows that all items 
have an alpha value between .88 and .89. These three measures of internal 
consistency indicate the appropriateness of the test items. Therefore the 30 
items were accepted. 
The content validity was based on the tasks and items selected to 
measure reading comprehension. The criteria for selecting the tasks were 
based on the reading comprehension process. Davis and Spearitt (cf. Johnston, 
1983) assert that reading comprehension can be divided into four subprocesses 
necessary for mature reading: recalling word meaning, drawing inferences, 
recognizing author's purpose, and following the passage structure. Since the 
main purpose of this test was the assessment of beginning reading 
comprehension, only the first two subprocesses were considered. Word 
meaning recall is assessed in all parts of the test, while drawing inferences is 
assessed in parts three, four and five. 
In all parts of the test, a sequence in skill domain was taken into account. 
Johnston (1983) criteria described on page 70 were followed. All items were 
simple and had taken into account the grade level of the children, the reading 
curriculum, and reading programs. The first items only dealt with word reading. 
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This was followed by the reading of simple sentences, followed by more complex 
ones and finally by the reading of groups of sentences. 
Frequency and cumulative distribution 
Figure 10 gives frequency distribution of scores for the aggregated data 
of both public and private schools, and for each group separately. Scores range 
from 0 to 30 in both types of schools. In public schools 3% scored 0 and 26 
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Figure 10 
Frequency distribution 
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Cumulative distribution 
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percent below 10 and only 0.5% scored 30. In private schools 0.6% scored 0 and 
4% scored 30. The three curves are asymmetrical and negatively skewed. The 
negative skew could be expected since the test measures the skills that most of 
the students must master by the end of first grade. A cumulative distribution is 
presented in Figure 11 for the aggregated data of schools and each type 
separately. In both figures differences between schools are observed. 
Means and standard deviations 
The means and standard deviations for the aggregated data of public 
and private schools and for each type separately are presented in Table 19. 
Table 19 
Means and standard deviations for type of school 
public and 
private 
Means 
Standard Devation 
18.46 
7.98 
public 
schools 
15.37 
7.88 
private 
schools 
21 86 
6.60 
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Percentiles 
Percentile ranks were prepared by undertaking a cumulative frequency 
distribution of raw scores for the test and setting each percentile point at its score 
value. Due to differences observed in the two types of schools, percentile ranks 
were established for each type separately. Table 20 shows the percentile ranks 
forthe aggregated data of public and private schools and for each type of school 
separately. 
Correlations between the decoding test and the reading comprehension test 
Bothtestswere administered to asampleof 784 students and correlations 
were calculated. Results show a correlation of .60 (p<.001 ). Considering their 
reliability, this result supports the divergent validity of both tests. These findings 
echo those of Mommers (1987), in which correlations between the Caesar one 
minute test and reading comprehension tests ranged from .45 to .50. 
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Table 20 
Percentiles and raw scores for first grade in public 
and private schools 
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7. Differences between groups: type of school, districts and gender 
Because the distributions showed important differences between school 
groups, further statistical analyses were carried out to determine the effects of 
type of school, school district, and gender. Significant differences between the 
three variables were expected. 
Two way analysis of variance was conducted to determine the effect and 
interaction of the type of school and school district on the Prueba de un minuto. 
Means, standard deviations and F values are presented in Table 21. 
The ANOVA shows that only type of school has a main effect on the 
scores of the decoding test. Table 21 shows significant differences (p<.001) 
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Table 21 
Means, standard deviations and F values of ANOVA 
for type of school and school district with the Prueba de un minuto 
1 
1 
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1 
1 
^ 
«chool dlelritíe 
«choot* 
public t 
private Χ 
S.O. 
total % 
S.D. 
01 02 0β 
24 21 26 37 29 24 
1146 12 40 12 55 
(N=81) (N=90 )(N=50) 
32 26 35 60 38 15 
12 92 14 67 16 24 
(N=57) (N=57) (N=40) 
27 54 29 95 33 20 
12 68 14 60 14 90 
(N=138) (N=147) (N=90) 
ANOVA Summary 
source of variation 
main effects F 
school districts (s d ) 1 87 
type of school (t s ) 84 95 
interaction effects 
s d * t s 48 
explained 8 89 
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13 39 
(N=80) 
38 53 
23 23 
(N=60) 
31 58 
1917 
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1 
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11 
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26 39 24 80 
1131 13 19 
(N=80) (N=70) 
34 04 35 70 
16 75 13 99 
(N=50) (N=80) 
29 33 30 61 
14 10 1463 
(N=130) (N=150) 
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001 
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Total 
26 06 
12 40 
(N=451) 
35 65 
16 79 
(N=344) 
30 21 
15 21 
(N=795) 
between types of schools, in all school districts. There is no interaction between 
school districts and type of school. Hence, the only source of variation is 
attributable to type of school. 
Two-way analysis of variance was conducted to determine the effect 
and interaction of type of school and school district on the reading comprehension 
test. Means, standard deviations and F values are presented in Table 22. 
As can be observed in Table 22, the ANOVA indicates that types of 
schools and districts have a main effect on the reading comprehension test 
scores. There is also an interaction between type of schools and school districts. 
This means that the differences between public and private schools are not the 
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same in all districts. For example, in district 09 public schools show the lowest 
scores, while private schools show the highest scores. Among private schools, 
districts 09 and 13 have better scores Among public schools, districts 10 and 
13 score better. District 13 show the highest scores for both types of school and 
district 01 has the lowest scores in both types of schools. 
Both Tables 21 and 22 indicate that children in private schools score 
better. This is understandable since children attending public schools come from 
lower socioeconomic and cultural levels. These results agree with the findings 
of Majluf (1988) and Vega (1988), which reported differences between private 
and public schools. 
It is interesting to notice results on both tests in districts 06 and 09. 
Children in these two districts show almost the same decoding scores in private 
Table 22 
Means, standard deviations and F values of ANOVA for type of school 
and school district with the Prueba de comprensión de lectura inicial 
type of 
schools 
public X 
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schools. In reading comprehension, however, children from district 09 scored 
higher. Decoding skills are easierto masterthan comprehension skills. This may 
be explained by the socioeconomic and cultural level of the children. District 06 
is a uniformly low-income area, whereas district 09 includes children from low, 
middle, and high socioeconomic levels. Children attending private schools in 
district 09 belong mainly to levels IV and V. These findings demonstrate the 
importance of a good environment for the development of higher cognitive 
abilities. This matter was pointed out by Pollitt in several studies (1974,1980, 
1982). Stevenson and Chen (1989) and Rosales (1984,1989) also support this 
argument. 
To determine if there were gender differences, t-tests were conducted 
with both tests. Results are presented in Tables 23 and 24. Table 23 shows that 
there are no significant gender differences in the decoding test. However, Table 
24 shows significant differences between boys and girls in the reading 
comprehension test. It is interesting to note that while boys are higher achievers 
in public schools, the opposite is true in private schools. Girls score better in 
reading comprehension than boys. The same results were reported by Majluf 
(1988), Vega (1988) and Perez and Vizurraga (1989). This suggests that in low 
socioeconomic groups, academic achievement and schooling are more important 
for boys than for girls. In Peru, illiteracy is more common in women than in men 
(Instituto Nacional de Estadísticas, 1987). 
Table 23 
Means, standard deviations and t-values for gender and 
type of school on the Prueba de un minuto 
gender 
echoot 
public У 
ptlvete 3f 
totat 
boy· ytri* t values Sígníf, 
26 08 26 04 04 97 
12 86 12 05 
(N=198) (N=253) 
35 05 36 27 -67 50 
17 55 15 98 
(N=175) (N=169) 
30 29 30 14 14 ββ 
15 87 14 63 
(N=373) (N=422) 
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Table 24 
Means, standard deviations and t-values for gender and type 
of school In the Prueba de comprensión de lectura Inicial 
gender 
•ehöor 
public t 
S.D. 
privai« S 
â.0* 
lotet 
Чч -Ls --.•¡ '•-•• Ч ν .4 ·>4 44ÍV.4 ч ч-Ч-, 
boy« elrí» t ve lues âfgnir. 
16 23 14 63 3 39 001 
7 90 7 79 
(N=514) (N=598) 
21 36 22 38 -2 46 02 
6 68 6 49 
(N=518) (N=492) 
> 
с· 
i 
18 80 18 13 195 05 ¿ 
7 75 8 19 ¿ 
(N=1032) (N=1090) ^ 
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8. Final Comments 
The most important outcome of this study has been the construction of 
testing devices to evaluate reading achievement: an individually-administered 
oral reading test to assess decoding skills; and a group-administered test to 
assess reading comprehension skills. First grade children in Lima can now be 
assessed with instruments that are reliable and valid and for which percentile 
ranks have been established. 
The data gathered with the two tests showed a wide range of scores in 
both types of schools. There were children who exhibited good decoding and 
comprehension skills, and children who could only decode one or two words. In 
public schools, only a small number of children obtained a perfect score, while 
a considerable number had low scores especially on the reading comprehension 
test. These findings indicate that while there are many children who can read 
well, there are still many others who can only decode, and even that very poorly. 
After one school year, many children show no progress in any of the first grade 
learning objectives in reading. 
Two main observations emerge from this research. The first one has to 
do with the effect of the type of school on reading achievement. In all cases, 
children attending private schools performed significantly better on both tests 
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than those attending public schools. This effect is even more evident in districts 
with homogeneous populations. The second reflects the influence of 
socioeconomic and cultural background on reading comprehension skills. Two 
school districts showed almost the same decoding scores in private schools, but 
the scores on reading comprehension differed. These differences can be 
attributed to socioeconomic and cultural background, since the students who 
scored higher on reading comprehension were from levels IV and V, while the 
lower-scoring group was from Level III. 
Another interesting finding concerning cultural influences is related to 
gender differences on reading comprehension skills. In public schools, boys 
scored better, while girls scored better in private schools. Boys' higher scores 
in public school are probably due to the f act that at the lower socioeconomic level 
education is a male privilege. This is corroborated by the high rate of illiterate 
women found in this levels II and III (Banco Central de Reserva, 1984). The 
results in private schools are similar to those of other countries. There are 
several studies that reported higher reading achievement in girls (Singer, 1978; 
Condemarin, 1982). 
Some additional comments on the differences in equipment and 
organization of schools need to be made. The schools selected at random for 
this study can be grouped in three categories according to organization and 
availability of equipment and supplies. Schools in the first category were all 
private schools, well equipped and well-organized. All children had their own 
readers, workbooks and pencils. Schools were big with classrooms nicely 
decorated and well illuminated and play yards well supplied. In these schools, 
children were polite and respectful with their teachers as well as with the 
examiners. They were familiar with testing and printed material and followed 
instructions properly. 
The second category included both public and private schools. In most 
of these schools classrooms were small, noisy and dark. In some cases what 
the teacher was saying in one classroom was heard next door. In others to get 
into one classroom it was necessary to go through another. There were even 
some cases in which two grades were having classes in the same room. In these 
schools, however, children had their own readers and workbooks and teachers 
had their own material to teach. Some of the children were familiar with testing. 
Although there was some lack of discipline, children accepted rules and testing 
was not difficult. 
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The third category, mainly public schools, were poorly equipped, dark, 
with broken windows (or no windows at all), worn desks, extremely used 
blackboards and dusty empty yards. In these schools, not all children had their 
own materials and teachers had limited instructional materials. There was no 
discipline at all. It took twice as long in these schools to explain the examples 
ot the test. Testing situations were unknown to them and it was the first time that 
many of them had seen any printed materials, other than the readers. 
There was no relation between the number of students per class and the 
school category. Some schools in the first category had classes as large as 50 
students and others had smaller classes. The same was found in the other two 
categories. 
Poor equipment and lack of discipline are very serious problems in many 
Lima schools. Discipline or lack of it was not related to the number of students 
per class. I observed large classes that were very well organized and small 
groups that were chaotic. It is widely accepted that discipline and good 
classroom management are correlated with student achievement (Rosenshine 
and Stevens, 1984; Otto, Wolf and Ekjridge, 1984). I did not study these 
variables but observed that among schools of the same category, discipline 
played a role in student achievement. 
Student achievement as an index of adequate instructional procedures 
and teaching methodology is treated in the next chapter. It would be interesting, 
however, to explore discipline and school organization in future studies. 
Absenteeism is anotherserious problem in Lima schools which negatively 
affects student achievement. I verified that approximately 25% of the students 
do not attend school regularly. 
Finer differences between schools and socio-economic levels should be 
studied further. The two categories of schools studied here are very broad. 
Since school districts in most cases are heterogeneous, the different 
socioeconomic and cultural levels cannot be examined clearly. If f inerdiff erences 
are studied, the information gathered will be richer. 
s 
The First Grade Reading Teacher in tima и 
1. The Role of the teacher and students' achievement 
Teacher behavior has often been linked to student achievement. 
Rosenshine and Stevens (1984,1986) and Brophy and Good (1986) reported 
studies on instructional procedures used by successful teachers. However, 
despite the relevance of the topic, there has been little systematic research 
(Brophy and Good, 1986), since the expense of classroom observation limited 
these studies. Nevertheless, Rosenshine and Stevens (1986) reported several 
experimental studies that have helped to identify instructional procedures that 
increase student achievement. Hence, teacher training in specific instructional 
procedures enhances achievement and student engagement in the classroom. 
Six fundamental functions of effective instruction were developed by 
Rosenshine and Stevens (1986). These are: review and checking homework, 
presentation of new content skills, guided practice, correctiveness and feedback, 
independent practice, and weekly and monthly reviews. 
Rosenshine and Stevens (1986) recommended beginning a lesson with 
a review and homework checking session. This session allows the teacher to 
provide corrections and to reteach areas where students are having difficulties. 
They suggested that review is best followed by a demonstration of what is being 
learned. There should be precise goals, specific and concrete procedures, step 
by step representations, and checking for students' understanding. Guided 
student practice is the third function of effective instruction. The teacher guides 
initial practice, corrects errors, allows students to work independently, gives 
feedback, and if needed, reteaches. When students are behind, the teacher 
goes over the lesson, using supplementary material. Once students show 
competence, they should be encouraged to do independent practice. In subject 
matters as beginning reading, it allows repeating skills until they use them 
automatically. Classroom seatwork and homework are examples of independent 
practice. All these procedures must be followed by weekly and monthly reviews. 
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Another important element of teacherbehavior is classroom management. 
Should a class be conducted as a whole or in small groups? Brophy and Good 
(1986) stated that there are no experimental studies comparing whole-class 
instruction with small-groups. Small-group instruction is more difficult, since it 
requires separate lessons and assignments. In whole-class teaching, the 
teacher needs to prepare only one set of lessons. Small-groups may be 
necessary in certain circumstances, such as beginning reading instruction and 
heterogeneous classes. Grouping beginning readers allows teachers to adapt 
the pace, repetition and sustained attention to individuals that such instruction 
requires. Grouping in classes with children of different ability, achievement or 
language dominance allows the teacher to give different instructions and 
different assignments to each group. 
As discussed in Chapters 1 and 3, method plays an important role in the 
teaching of reading. Chali (1967,1983) has reported several studies about the 
effect of the methodological approach on beginning reading achievement. Since 
not all children learn with the same method, different methodological approaches 
are needed for different types of student populations. Chali pointed out the 
advantage of the code emphasis approach for children of lower socioeconomic 
levels and for slow learners. This is valid for the teaching of reading in English 
and other languages. Since there are no studies on the subject, no answer can 
be given whether it applies equally to the teaching of reading in Spanish. 
2. The elementary teacher In Peru 
The greatest number of teachers is concentrated at the elementary 
level. Nevertheless, there is a significant deficit of teachers. The student 
population has increased dramatically, but the number of teachers has not 
(McGregor, 1987). The teacher deficit was already critical in the 70s, and 
become even more so during the 80s (Zúfiiga, 1988). 
Lima has the best educational facilities in Peru. Statistics from the 
Ministry of Education (1987) indicated, however, that in Lima there is approximately 
one teacher for every 40 students in public schools, while in private schools, the 
ratio is 1 to 18. 
Sixty percent of elementary school teachers are women. Sixty-five 
percent are under 40 years and 15% are under 25. Most of them are trained in 
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special teacher training schools, whose programs are less than five years. 
According to data from the National Institute of Statistics, around 30% of 
elementary teachers do not have adegree (I. N.E., 198 7). Both public and private 
schools contribute to this phenomenon by hiring teachers without training school 
or university degree. 
Most of the recent studies on teachers focus on the crisis in the teaching 
profession. Professional status and working conditions are not what they should 
be. Teacher income is low and most schools are under-equipped or totally 
unequipped. In recent years, the number of young people interested in teacher 
training in Lima has decreased. This can be attributed to the difficult conditions 
that teachers are facing (Gálvez, 1987). 
There is a shortage of teachers in Lima and many of those teaching now 
are poorly trained. There are some studies in Lima which have pointed out this 
problem and how children's academic achievement is affected negatively. Data 
gathered with questionnaires administered to first grade teachers in different 
areas of Lima showed that most of them had little theoretical information about 
the reading method they were working with (Abreu et al., 1974; Aspilcueta, 
1976). Pazos and Postigo ( 1983) reported that many teachers do not know how 
to apply practically their theoretical knowledge. Many of them do not seek 
orientation, although they need guidelines and more information. These authors 
developed a training program with supplementary guidelines for the teaching of 
reading and writing in first grade. However, there are no specific studies on the 
effectiveness of teaching or on the effect of the different methodological 
approaches to the teaching of reading. 
3. The problem 
Research has indicated high incidence of failure in first grade (Ministerio 
de Educación, 1985; Tueros, 1985; Ministerio de Educación and Fundación Van 
Leer, 1989). The teachers' poor training seems to have negative consequences 
for instructional practices and hence for pupils' achievement. 
It was meaningful to collect data on the first grade reading teachers' 
behavior. It is widely accepted that the best way to gather information on teaching 
behavior is through classroom observation. However, this method is both 
expensive and time-consuming. Therefore it is hard to work with large groups, 
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especially in developing countries where funding for research projects is 
extremely limited. Although I was aware of the limitations of questionnaires in 
measuring teacher behavior, using them was the only way to reach a large 
number of teachers and restrict the costs. 
The purpose of this study was two-fold. To describe the beginning 
reading teacher in Lima and to find out if there was an effect of the teachers' 
reported practices on students' reading achievement. 
4. Research questions and hypotheses 
No particular data about the first grade reading teacher was available. 
It was impossible to answer questions about their academic background or 
teaching experience. We had information about the reading programs they used, 
but were ignorant about why they used them or what teaching materials they 
used to supplement the reading books. Neither did we know how many hours 
teachers devoted to the teaching of reading. Hence, the first step was to collect 
these general data. Differences between public and private schools were 
expected. 
Secondly, I was interested in correlating the teachers' reported activities 
with the activities suggested by the reading program. A positive correlation was 
expected. 
Third, I was interested in the effect of the teachers' reported instructional 
procedures on reading achievement. Based on theory and research evidence 
(Rosenshine and Stevens, 1984,1986; Brophy and Good, 1986), instructional 
practices that correlate positively with reading achievement were identified. It 
was hypothesized that teachers' positive instructional procedures enhance 
reading achievement in both public and private schools and in the different 
school districts of Lima. 
Finally, I was interested in the teacher's actual behavior. The attention 
was focused on the effect of the teachers' reported methodological approach 
and the students' reading achievement. Three approaches were identified 
following Chali (1983): meaning emphasis, code emphasis and combined. It 
was hypothesized that the students of teachers who reported using the code 
emphasis approach would exhibit better reading achievement in both public and 
private schools and in the different districts of Lima. 
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5. Method 
The sample was constituted by 80 first grade teachers, 45 from public 
schools and 35 f rom private schools. They were selected f rom the school sample 
described in the methodology of Chapter 4. The size of the sample was 
estimated on the basis of 5,000 first grade classrooms in Lima (Ministerio de 
Educación, 1987). It was delimited using 12% error and 95% confidence and 
balanced according to the number of schools in each area. 
The student sample consisted of 2,122 first grade children, 1,112 from 
public schools and 1,010 from private schools. A random subsample (10 per 
class) was extracted for the administration of one of the reading tests. All 
students were drawn from the classrooms of the teacher sample. 
The instrumentüsed to collect the teacher data was a Questionnaire for 
first grade reading teachers, especially designed for this research. The items 
were grouped into four categories. Category 1 -personal data- consisted of four 
items, namely type of school, academic background, teaching experience, and 
experience in first grade. Category 2 -reading programs, teaching materials and 
frequency- included 13 items, e.g., reading textbook, criteria for selecting the 
program, reading program teaching materials, teachers' materials, and hours 
per week devoted to the teaching of reading. 
A four-point Likert scale, ranging from "always to never." was used to 
collect the information on Category 3-instructionalprocedures- and Category 4 
-actual teacher behavior and student activities. Thirty questions measured 
teacher behavior about classroom participation, guided practice and feedback, 
review, independent activities, learning control, corrective material and remedial 
teaching. Eighteen questions measured activities such as, attention and 
motivation, code emphasis approach, meaning emphasis approach, decoding 
ability, comprehension, and writing. (For a complete version see Appendix E). 
Two fesfsto measure reading achievement in first grade children were 
used, namely the Prueba de un minuta and the Prueba de comprensión de 
lectura inicial. The first one is an individually administered decoding speed test 
and the second one is a group-administered reading comprehension test. Both 
tests were especially devised for this research and are described in detail in the 
previous chapter. (For a complete version see Appendixes С and D). 
The questionnaires were administered individually to each teacher. The 
interviewer was especially trained to guarantee a standard data collection 
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approach. The teacher was informed about the goal of the research and the fact 
that it was sponsored by the Catholic University of Nijmegen, in the Netherlands, 
and the Catholic University of Peru. Eachteacherwas assured that all information 
gathered was confidential and that the Ministry of Education did not take part. 
6. Results and Discussion 
The results are presented on two levels: descriptive and inferential 
6.1 Descriptive Analysis 
Data concerning academic background are presented in Figures 12 and 
13. Teachers were grouped into three categories: (1) university degree if the 
teacher studied in a state orprivate university and had completed his/herstudies; 
(2) teacher training college if the teacher graduated from a teacher training 
college; (3) no degree if the teacher had not completed his/her studies or had not 
attended a university or training college. 
Figure 12 
Teachers' academic background 
18.78% 
34.97% 
• university degree 
Ξ teacher training 
• no degree 
46.25% 
percentages 
\\v vÄs"· "^sOïîvt Χν.\%ί vt-Xî s 
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Almost 50% of the sample graduated from teachers' training colleges, 
30% from universities and 20% had no degree. Contrary to what was expected, 
both public and private schools showed almost the same percentages of 
teachers in each of the three groups. Hence, it can be asserted that first grade 
teachers in Lima possess the same academic background, regardless of where 
they teach. These numbers coincide with the teacher's profile reported by 
Tueros in 1985. 
Figures 14 and 15 feature data concerning teaching experience. To 
analyze the data teacher experience was grouped in five year periods. Figure 14 
shows that for public and private schools combined, teaching experience is 
distributed homogeneously among the different yeargroupings. Since differences 
were expected between public and private schools, a chi square was calculated. 
The results showed there are significant differences (chi square = 11.52; p<.05). 
Teachers in public schools seem to have more experience than those working 
in private schools. However, Figure 15 shows that 72%of teachers have no more 
than one to five years teaching experience in first grade This situation is similar 
for both types of school. 
θθ Chapter 5 
Figure 14 
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Figure 15 
Teaching experience in first grade 
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It is interesting to note the divergence in these results. Teachers are 
trained for elementary teaching as a whole and there is no specialization in 
subject matters or school grades. It appears that often the same teacher begins 
teaching a group in first grade and follows it until the end of elementary school. 
Reading programs are presented in Table 25. They represent those 
programs used during the 1989 school year. Coquito is the reading program 
used in 52% of the schools, followed by Picaflor in 18%, and by Lalo in 13%. 
Although, Palomita is a reading program distributed freely in public schools by 
the Ministry of Education, it is used only by 11% of the teachers. Differences 
were expected between public and private schools, and a chi square showed that 
this was indeed the case (chi square = 23.43, p<.001 ). In public schools, 65% 
of the teachers teach with Coquito, 16% with Lalo, and 11 % with Palomita. Eight 
percent is distributed among four other programs. In private schools, Coquito 
and Picaflor are each used in 37% of the schools, followed by Lalo and 
Sorpresas, with 9% each. The other reading programs are used in 2-6% of the 
schools. Only three reading programs are chosen consistently: Coquito, Lato, 
and Picaflor. When I carried out the research on beginning reading programs 
described in Chapter 3, nine programs were identified. Three of the programs 
described (Despenar, Sendero and Micho) are no longer in use. The first two 
were imported from Spain and due to Peru's economic crisis, imports have been 
reduced. As far as Micho is concerned, I think that the program was so 
inadequate that schools and teachers do not use it anymore. 
Table 25 
Reading Programs 
Publie 
Privale 
Tötet 
# 
% 
* 
% 
CoquKa 
29 
(65) 
13 
(37) 
42 
(52) 
EspeJUa 
1 
(2) 
1 
(2) 
2 
(3) 
U lo 
7 
(16) 
3 
(9) 
10 
(13) 
PJpaflor Sorpresas 
1 1 
(2) (2) 
13 3 
(37) (9) 
14 4 
(17) (5) 
Palpmlta Other Total 
5 1 45 
(11) (2) (100) 
2 35 
(6) (100) 
5 3 80 
(6) (4 (100) 
ТГ^ Ч^ЧЧЧЧЧИИГЧТЯ ЧЧТИЧЧЧ* ИИШЛ Ull i 1111 .Wl"44WWnTn4Ti4WWmwn444W^4,44444Wff№4"4WmW4W144444,^441"44,n-^,4ri. 1 | - · и \ 
Chi square « 23 43 
Degrees of freedom - 6 
Probability- 001 
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Why do teachers choose a particular reading program? Six categories 
were identified: (1) external influence when the reasons for using a certain 
program was beyond the teacher's control (i.e. the school chose it, it was already 
there, it was bestowed, etc.); (2) methodology when the structure and the 
methodological composition of the book were mentioned as justification for 
choosing the book (i.e. it was didactic, motivating, complete, provided teaching 
materials, etc.) ; (3) tradition when teachers stated that the reading program was 
used because it had been used before; (4) simplicity when the teacher said the 
book was easy to use (i.e. it was simple, plain, easily understood, etc.); (5) 
economic when the teacher mentioned financial costs as a reason for choosing 
the text; (6) methodology ana simplicitywhen both categories mentioned above 
were stated together. 
Table 26 shows that the main reasons for selecting a reading program 
are methodology, followed by simplicity. There are differences between public 
and private schools. Public schools showed a balance between methodology 
and simplicity, while private schools favored methodology. It is interesting to 
note that the economic argument was not strong, even in public schools. 
Additionally, I researched the arguments for selecting a particular 
reading program. The predominant reasons for using Coquito ano P/ca/torwere 
again simplicity and methodology. If a reading program was easy to understand 
and follow there was a strong argument for selecting it. 
Table 26 
Criteria for selecting the program 
Extern«! 
InftuÈfWa 
Public * 
% 
Prívele # 
% 
Total # 
% 
7 
(16) 
5 
(14) 
12 
(15) 
•'•
!
'"'
4o£>Ä 
Methodology Tredllfon Simplicity 
17 1 14 
(38) (2) (31) 
13 3 7 
(37) (9) (20) 
30 4 21 
(38) (5) (26) 
'••' 4 ·. -л*. ·. \ "Λ. f ίΛ ·. .. ss ч s •ь"' "Ñ. 4. -.4Ss •."Ñ.·. "№• 
Economìe 
4 
(9) 
1 
(3) 
5 
(6) 
si-'s'i.' "s 's" ·^; ," 
Method* Tötet 
Simple 
2 45 
(4) (100) 
6 35 
(17) (100) 
θ 80 
(10) (100) 
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Figure 16 features the use of reading program materials for each type 
of school. Seventy-eight percent of the teachers used a teacher's guide and 79% 
used reading charts. Writing workbooks are mentioned in 60% of the cases. 
There were no significant differences between types of school. 
Figure 16 
Reading program teaching materials 
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Figure 17 shows what teaching materials the teachers prepare 
themselves. Ninety-two percent prepared writing exercises. More than 60% 
prepared reading charts and flash cards. 
Figure 17 
Teachers teaching materials 
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The numberof reading inst ruction hours wasgrouped into fourcategories: 
(1 ) five hours or less, (2) six to nine hours, (3) 10 to 14, and (4) 15 or more hours. 
Figure 18 shows the numberof hours per week devoted to reading instruction in 
each type of school. Forty percent of teachers fall in category three, while 27% 
are in category one, and 25% in category two. Only 8% of teachers devoted 15 
or more hours to the teaching of reading. There were no significant differences 
between public and private schools. 
Figure 18 
Reading teaching huors per week 
percentage» 
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Summary of the descriptive analysis 
It was hypothesized there were differences between public and private 
schools about teachers' personal background. The only significant difference 
was found in years of experience. No important differences between public and 
private schools about teachers' background and experience in first grade were 
observed. 
Data revealed significant differences between public and private schools 
about the reading program used. Coquito was the program most frequently used 
in public schools; in private schools both Coquito and P/caflorwere used equally. 
Differences were also found in the criteria for choosing a particular reading 
program. In public schools, the common reasons were both simplicity and 
methodology, whereas in private schools methodology predominated. As far as 
teaching materials were concerned no differences were observed between the 
two types of schools. The materials most commonly used were the teacher's 
manual, reading charts, and writing workbooks. The most common teaching 
materials that teachers prepared themselves were writing exercises. 
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The number of hours devoted to reading instruction varied from three 
hours up to 15 hours per week in both types of schools. 
There were fewer differences than expected between public and private 
schools. As a whole, both groups of teachers have the same background, use 
the same materials, anddevote the same numberof hours to reading instruction. 
6.2 Inferential Analysis 
The second part of this study focused on the data collected in sections 
three and fourof the first grade teachers'questionnaire. These sections covered 
teachers' instructional procedures and actual teacher and student activities. 
Fidelity of the teacher to the reading program 
Teachers' actual activities were compared to the activities suggested by 
the reading program they employed. A Spearman correlation was estimated for 
the three reading programs chosen consistently by the teachers. To estimate 
these correlations data from the reading program activities scale (R.P.A.S.) 
-discussed in Chapter 3- was compared with data collected with the questionnaire 
teacher's activities scale. Both instruments used the same categories. Results 
are presented in Table 27. Significant correlations were found for the Lalo and 
Picaflor read ing programs. As discussed in Chapters, Lato was found to be the 
best of the reading programs. It appears that the instructions and the whole 
organization of the program guides better the teachers' teaching activities. 
Picaflor teacher's guide has precise guidelines. Whereas, Coquito teacher's 
guide is too general and teachers did not seem to be able to follow the program 
properly. 
Table 27 
Spearman correlations between reading program activities 
and teachers' actual behavior 
Reading Program 
Coquito 
Ulo 
Picaflor 
%S*•:>í.í. fX:'5-к:..::::-:-ЙЖ-:Йй№»JKK ·:'>: 
df 
14 
15 
11 
, ^ ^ ^ ί ί · · · : ^ . : * : ^ 
Correlation 
.29 
.50* 
.65* 
i\.•..•.·;•:·:<: .*.•:•:.· . .*Í»:':··;:;.· ..s 
* p<.05 
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Reading achievement and instructional procedures 
A higher order score was developed to classify teachers into low, 
medium or high levels. Answers to the Likert scale on Category 3 of the 
questionnaire were receded, according to their use of instructional procedures. 
This was computed as follows: teacher answers that indicated positive 
organization were receded as having a plus one value. Plus scores were added 
to establish the three levels. For example, review\s considered by Rosenshine 
and Stevens (1986) as a fundamental functionoi effective behavior. Therefore, 
if a teacher answered to Question 17: Does review take place? always (1 ) or 
frequently (2), the answer was receded as plus one. If he/she answered 
occasionally (3) or never (4), no credit was given. (See Appendix F for further 
information on the codification). The number of teachers classified in each level 
was: 18 low, 42 medium, and 20 high. Next, students' reading achievement 
scores were computed f or both the decoding test and the reading comprehension 
test for each teacher, in each level. 
Reading achievement and instructional procedures by type of school 
To determine whetherthere was a main effect of the teachers' instructional 
procedures on the children's reading scores, one way analyses of variance were 
conducted for both reading tests, according to type of school. The analyses were 
followed by Duncan's multiple range test to further investigate the differences 
between reading achievement obtained in each of the three levels of teachers. 
Results on the decoding test according to the teacher's instructional 
procedures and type of school are presented in Table 28. The means, standard 
deviations and F values for the aggregated school data and for each type of 
school separately, are displayed. A main level effect can be observed on 
children's reading achievement both in the aggregated school data (p<.02) and 
in public schools (p<.05). In both cases, the Duncan test revealed significant 
differences (p<.05) between the high level group and the other two levels. 
However, in private schools no significant effect was observed. Hence, the 
analyses of variance revealed that the effect of instructional procedures was not 
the same in the th ree groups. In public schools and in the aggregated school data 
positive instructional procedures have a significant effect on the children's 
reading achievement. 
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Table 28 
Means, standard deviations and F values on the decoding test 
for each level of Instructional procedures and type of school 
typo of wehopt 
public and titean 
privale s.d, 
{Н=7Щ 
public mean 
»chool* *.dx 
(ns451) 
private meen 
•chool* ».d. 
(n=344) 
level» of littlrtictloneJ procedure» 
low medium ЩЬ Fratto F prob. 
28 35 29 88 32 57 3 87 02 
14 32 15 51 15 13 
(n=180) (n=416) (n=199) 
24 91 25 40 28 54 2 99 05 
14 18 1202 11 18 
(n=100) (n=241) (n=110) 
32 65 35 05 37 56 191 η s 
13 40 17 56 17 74 
(n-fiO) (n-175) (n-89) 
A [ [ · ' ^ V'tm . v ^ M w ^ ^ ^ n » . . · >·«··•• mm. •>··-·· ^ m. · 
Results of the effect of teachers' instructional procedures on the reading 
comprehension test are presented in Table 29. It shows the means, standard 
deviations and F values for the aggregated school data and for each type of 
school separately. In the three situations significant differences are noticed. 
Instructional procedures had a significant effect on reading comprehension 
scores for public and private schools combined (p<.0001), for public schools 
(p<.0001 ) and for private schools (p<.005). The Duncan test showed significant 
differences (p<.05) among the three levels for the public and private schools 
combined. In public schools, the only significant differences (p<.05) were 
between the high level group and the other two levels. In private schools, there 
were significant differences (p.<05) between low and the other two levels. The 
analyses of variance revealed that instructional procedures have a main effect 
on the reading comprehension test for the three school groups. 
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Table 29 
Means, standard deviations and F values on the reading 
comprehension test for each level of Instructional procedures 
and type of school 
typeoUchoot 
public and Нюяп 
private *,d, 
(f1tt2t22) 
publie mtan 
»dwola e.d. 
(Пв1112> 
privet* mean 
school» e.d. 
levels of tnetntctlonal procedure» 
low medium hiçh F relio ¥pmb. 
16 48 18 54 19 85 22 85 0001 
8 37 7 98 7 35 
(n=446) (n=1104) (n=572) 
13 49 15 17 17 09 13 81 0001 
8 47 7 75 7 34 
(n=214) (n=595) (n=303) 
19 24 22 47 22 96 25 29 0001 
7 27 6 27 6 02 
(n=232) (n=509) (n=269) 
Reading achievement and instructional procedures by school districts and type 
of schools 
Two-way analyses of variance were conducted to determine whether 
there was an interaction effect between teachers' procedures and the different 
schooldistrictsonthe students'reading achievement. To determine if there were 
significant differences between the reading scores at the different levels, 
analyses were followed by tests of significance using unique sums of squares. 
ANOVA's revealed an interaction effect between instructional procedures 
and school districts for the aggregated school data (p<.02), for public schools 
(p<.05) and for private schools (p<.05). Scores on the decoding test varied 
accordingtothe instructional procedures inthe various school districts. Additionally 
the tests of significance indicated that in some school districts the differences 
between means were significant. Figure 19 gives a visual representation of the 
mean scores for the decoding test according to the levels of instructional 
procedures in the different school districts for the three school groups. Note that 
in some districts there were empty cells for some levels. In these cases the 
graphed lines are not continuous. Table 30 presents the F values of the tests of 
significance for the decoding test in each district. The detailed data of the 
ANOVAs are included in Appendix G. 
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Figure 19 - Mean scores on the decoding test and levels of 
instructional procedure in each school districts 
and type of school 
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Table 30 
F values of tests of significance on the decoding test for each level of 
Instructional procedure according to school district and type of school 
school districts 
01 
02 
0$ 
m 
1Ó 
13 
public end 
privat« 
1.47 
3.70* 
.69 
7.25*" 
.28 
1.92 
public 
.01 
2.95 
2.75 
2.09 
.18 
5.55" 
privai* 
.98 
1.27 
4.76' 
1.26 
4.03* 
.20 
* ρ < .05 ** ρ < .01 '** ρ < .001 
A main effect of levels of instructional procedures (p<.01) and school 
districts (p<.001 ) was found for the reading comprehension test. ANOVAs also 
showed an interaction effect between instructional procedures and school 
districts forthe aggregated schooldata(p<.001)lforpublic schools (p<.001), and 
for private schools (p<.001). Reading comprehension scores varied according 
to the levels of instructional procedures in the various school districts. The tests 
of significance showed that in some school districts the differences between 
scores in the three levels were significant. Figure 20 illustrates the mean scores 
on the reading comprehension test according to the levels of instructional 
procedures in the different school districts for the three school groups. F values 
of the tests of significance for the different school districts are presented in Table 
31. The detailed data of the ANOVAs are included in Appendix G. 
Summary of findings on reading achievement and instructional procedures 
It was hypothesized that positive instructional procedures would enhance 
reading achievement in both types of schools and in the different school districts 
of Lima. This was verified on both tests for both types of schools. The only 
exception was decoding skills in private schools. These findings are consistent 
with data reported by Rosenshine and Stevens (1984,1986) and by Brophy and 
Good (1986) on teaching effectiveness and achievement. 
Interactions revealed, however, that positive instructional procedures 
did not have the same effect in the various school districts. 
It is interesting to note that the effects of levels of instructional procedures 
are more striking for reading comprehension. This may be explained by the fact 
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Figure 20 - Mean scores on the comprehension test and levels 
of instructional procedure in each school district 
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Table 31 
F values of tests of significance on the reading comprehension for each level of 
Instructional procedure according to school district and type of school 
school district» 
ot 
02 
0$ 
09 
10 
13 
public and 
private 
3.86* 
13.15'" 
11.47*" 
28.02*** 
2.00 
1.86 
public 
.51 
.99 
9.03"* 
1.76 
6.02" 
4.39" 
private 
10.02*** 
.67 
56.38*** 
6.28** 
2.32 
0.3 
*p< 05 **p< 01 " * p < 001 
that comprehension skills are more complex than decoding skills. Comprehension 
entails deriving meaning from printed material and therefore requires higher 
cognitive abilities. These results suggest that instructional procedures play a 
major role in the development of comprehension skills, but that they may not be 
so important for the development of decoding skills. 
The effect of the teachers' and students' activities on reading achievement 
An exploratory factor analysis was performed on category four of the 
questionnaire -teacher activities. Results indicated a low level explained variance 
(38%) but revealed two methodological approaches. These methodological 
approaches were grouped under meaning and code emphasis, following Chall's 
(1983) classification. The teachers' activity scale was receded and three groups 
of teachers were identified: (1)16 teachers that used mainly meaning emphasis ; 
(2) 28 that used code emphasis; and, (3) 33 that used a combination of both 
approaches. (See Appendix H for further information on the codification). Next, 
students' reading achievement scores were computed for both the decoding test 
and the reading comprehension test for each teacher, considering the teacher's 
methodological approach. 
Reading achievement and methodological approach and type of school 
One way analyses of variance were conducted to determine whether 
there was a main effect of the methodological approach on the children's reading 
achievement. These analyses were followed by Duncan's multiple comparison 
procedure. 
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Table 32 displays the means, standard deviations and F values on the 
decoding test for the three approaches and type of school. Means differed 
significantly in the three groups. The methodological approach used seems to 
have a main effect on reading achievement in all three school groups. Meaning 
emphasis score the lowest, followed by code emphasis. A combined approach 
produces higher reading achievement. The Duncan test revealed significant 
differences (p<.05) between the three methodological approaches for the 
aggregated school data. In public schools the Duncan test showed significant 
differences (p<.05) between meaning emphasis and the other two approaches. 
In private schools, significant differences were found between the combined 
method and the other two approaches. 
Table 32 
Means, standard deviations and F values on the decoding 
test for each methodological approach and type of school 
type of schoof 
public and meao 
private s.d. (n*79$) 
public mean 
schools s.d« 
(n=451) 
private mean 
schools 9Л 
(n=344) 
methodological approaches 
meaning code combined F ratio Ρ prob. 
23.96 30.06 33.97 27.75 .0001 
12 60 12.42 17.43 
(n=190) (n=279) (n=326) 
23.19 27.46 27.77 6.81 .001 
12.52 10.89 12.97 
(n=160) (Пж131) (n-160) 
28.07 32.37 39.94 12.05 .0001 
12.44 13.25 19.07 
(n=30) (n=148) (n=166) 
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Table 33 displays the means, standard deviations and F values for the 
three approaches on reading achievement in the reading comprehension test. 
The type of methodological approach used has a main effect on reading 
achievement in two of the three school groups. The Duncan test revealed 
significant differences (p<.05) between the meaning approach and the othertwo 
methodological approaches for the aggregated school data and for public 
schools. In private schools, no significant differences were found. 
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Table 33 
Means, standard deviations and F values In the reading comprehension 
test for each methodological approach and type of school 
type of schcrol 
public and mean 
private s.d. 
(0*2122) 
public mean 
schools s.d. 
(n*1112) 
private mean 
schools s.d. 
{П.1010} 
methodological approach 
meaning code combined Frailo F prob. 
15.90 19.38 19.06 33.24 .0001 
8.75 7.29 7.82 
(n=483) (n-754) (n=885) 
13.98 16.67 15.59 10.51 .0012 
8.45 7.19 7.67 
(n=373) (n=326) (n=423) 
22.42 21.45 22.10 1.55 n.s. 
6.28 6.67 6.60 
(n=110) (n=428) (n=472) 
"ІШІІІПНННИІИШПНННІННШітНІИПнгіммічіі— н—чии П ι m mum ни u m i wil ни ι P—IM ι и 
Reading achievement and methodological approach by school districts and type 
of school 
Two way analyses of variance were conducted to determine whetherthe 
interaction between the teachers' activities and the different school districts of 
Lima had an effect on students' reading achievement. 
A main effect of the methodological approach was found for the 
aggregated school data (p<.001) and for private schools (p<.001) on the 
decoding test. No school district effect was found. Results indicated an 
interaction effect (p<.01) between method and school districts only for the 
aggregated school data. Figure 21 illustrates this interaction effect. The scores 
varied according to the method used by the teachers in the various school 
districts. The tests of significance revealed differences on the children's 
decoding skills in districts 02 (p <.001), 09 (p-c.001), 10 (p<.05) and 13 (p<.01). 
The detailed data of ANOVA's is included in Appendix I. 
On the reading comprehension test, a main effect of the methodological 
approach (p<.001) and school districts (p<.001) for the aggregated school data 
and for each type of school separately was found. ANOVAs also revealed a 
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Figure 21 - Mean scores on the decoding test and methodological 
approach In each school district 
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strong interaction effect between methodology and school districts. The mean 
scores on the comprehension test and the interaction effect are illustrated in 
Figure 22. Table 34 presents the F values of the tests of significance for the 
different school districts The detailed data is included in Appendix I. 
Summary of findings on reading achievement and methodological approach 
As expected, results revealed a main effect of the teachers' 
methodological approach on the students' reading scores. This was verified for 
both types of schools on both tests. The sole exception was reading 
comprehension scores in private schools. In all cases the meaning emphasis 
approach produced the lowest scores. Better results are obtained if a code or 
combined approach is employed. 
Results in the different school districts showed that in some cases the 
code emphasis method gave better results, while in others the combined 
approach did. The only exception was the scores on reading comprehension for 
private schools in district 09, where the meaning seemed to have better results. 
It was hypothesized that the students of teachers who reported teaching 
code systematically would score higher. ResuKs revealed there were no big 
differences whether code was taught systematically or intrinsically. However, 
when code was not taught, scores on reading achievement were lower. 
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Figure 22 - Mean scores on the comprehension test and 
methodological approach In each school district 
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Table 34 
F values of tests of significance on the reading comprehension test 
for each methodological approach by district and type of school 
school dlslricts 
M 
02 
06 
09 
10 
13 
public and 
private 
2.91 
20.05"* 
5.67* 
63.39*** 
5.12" 
34.26*** 
public 
7.20** 
3.23* 
.50 
10.33"* 
11.17*" 
6.42** 
privat* 
.39 
9.23** 
27.81"* 
46.14*** 
2.84 
9.75** 
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7. Conclusions 
This study enabled to gather information about the background of the 
first grade reading teacher. Teachers in public and private schools have almost 
the same educational background. Differences in schools are due more to 
schools'economic resources, equipment, supplies, management and organization 
and to the sociocultural level of the children. The data gathered have provided 
insights into the effect that appropriate behavior reported by the teachers has on 
the students reading achievement, regardless of the type of school. As 
expected, a good classroom organization and the proper method improve 
reading achievement. 
This study was limited to teachers' reported behavior. These findings, 
however, can be used as a basis for future observational studies in different 
school districts of Lima and other cities in Peru. It is still essential to identify the 
best instructional procedures and methodological approaches for children of 
different sociocultural origins and levels. Some local studies (Abreu et al., 1974; 
Aspilcueta, 1976; Pazos y Postigo, 1983) have pointed out the teachers' 
difficulties in applying theirtheoretical knowledge to theirdaily practice. Therefore 
a better understanding of the situation would provide valuable data for teacher 
training programs. It will contribute to improve children's academic achievement. 
This research must be understood as a first effort to get a clearer view 
of the first grade reading teacher in Lima. Up to now, there had been no studies 
on pedagogical practices and their effect on achievement. Further studies on the 
subject are imperative. 
6 
Conclusions and Recommendations 
I undertook this research to investigate the high rate of school failure and 
drop-outs among first graders in Lima. The study focused on beginning reading, 
since I think it is the foundation of formal instruction. Only after having developed 
proper reading skills, will children be able to meet the challenges of other subject 
matter (Anderson et al., 1985). The development of the first stages of reading 
is essential if a student is to gain knowledge and information from printed material 
(Chali, 1983). 
This study was circumscribed to Lima. I think, however, that information 
gathered during this project will contribute to understand the teaching and 
learning of reading in other areas of Peru. 
Of all the cities in Peru, Lima has the highest living standards (Aramburú 
et al., 1987). Stevenson and Chen (1989) reported that despite the extremely 
impoverished conditions that exist in certain areas, children in Lima exhibited 
higher levels of academic achievement than those in the rural areas, whether or 
not they went to school. Research data, however revealed inadequacies in 
formal instruction in Lima (Tueros, 1985; McGregor, 1987; Ministerio de Educación 
and Fundación Van Leer, 1989; González, 1989). 
Educational problems in developing countries are mainly attributed to 
shortage of teachers, scarcity of economic resources, lack of equipment and 
supplies, and cultural differences. These problems remain unresolved and little 
has been done to find other ways to confront the educational problem. This study 
used theoretical and empirical research on beginning reading to find new ways 
to look at the problem. The focus I chose does not mean that I am not aware of 
the importance of socioeconomic and cultural factors in education. 
Data collected during this project has provided insights into the status of 
reading instruction in Lima. It has revealed certain weaknesses and limitations 
in the educational system and reading curriculum, reading programs, and school 
organization and management that are negatively affecting reading achievement. 
At the same time, there is evidence that proves there are ways of improving 
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students'academic levels, whetherthey go to public or private schools, if reading 
programs are properly developed or if positive instructional procedures and 
adequate methods are employed. The most important aspects of these issues 
and their educational implications are discussed. 
1. The reading curriculum 
The Peruvian educational system has many negative characteristics 
that need to be modified. It is highly centralized and ignores social, cultural, 
physical and geographical realities (McGregor, 1987). These inadequacies 
have consequences for the study plan and thus forthe reading curriculum, which 
does not take regional, cultural or social differences into account. 
Lima has a heterogeneous population. This was verified by the enormous 
differences observed in schools and children's reading levels (see p. 74). 
Factors internal to the learner (intellectual and social background) are essential 
in the learning-teaching process (Boekaerts, 1978; Gagné, 1979; Chadwick, 
1988). It is of the utmost importance that these differences be considered in the 
development of appropriate curricula. The age factor and grade levels should 
be looked at as relative and adjusted to the characteristics of the children 
(Malmquist, 1981). The fact that most children do not attend nursery school 
requires the first grade teacher to spend more time on preparatory skills. 
Curriculum demands which require the recognition of the phonemic value of all 
letters in all combinations of syllables are excessive for many first graders. If 
some children take longer to learn these associations, in the long run it will benefit 
their development of comprehension skills. Up to now, children have failed due 
to the demands of the curriculum, lack of flexibility and that no alternatives are 
given. 
I think that teaching should be adjusted to reflect the diversity of the 
population, and that during the first school grades more emphasis should be put 
on basic skills such as reading, writing, and mathematics. The elementary study 
plan consists of seven subjects. In first grade, too much time is al lot ed to the 
teaching of these subjects. Reading is included in language arts, and is seen as 
part of the child's general language development. The idea is good, but it has 
been demonstrated elsewhere (Thorne and Pinzas, 1988) that in practice this is 
not true. In Lima, reading is only taught in language arts in first grade. Teachers 
believed that once a child knew how to decode, no further teaching was 
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necessary. There was no need for guided reading practice, since children were 
doing it in their other subjects. From second grade on teachers emphasize 
grammar and spelling. The curriculum should correct this situation and put more 
emphasis on the development of reading as independent subject. At present the 
teaching of reading begins and ends in first grade and is limited to the teaching 
of decoding skills. Children have much to learn about reading even when they 
can decode easily. The development of comprehension skills is a must. 
To improve the teaching of reading and reduce the gap between groups, 
it would be important: 
(1 ) To develop alternative curricula. These should be adjusted to the 
students' different socioeconomic and cultural background 
(Chadwick, 1988). Future changes in the curriculum should 
incorporate research findings in relevant areas such as instructional 
design, cognitive strategies, metacognition, with special attention 
to work on regional and individual differences (Boekaerts, 1978). 
(2) To allot more time to basic skills in the first two or three grades. 
Children should be proficient in reading, before reading instruction 
is subordinated to instruction in history, literature, social studies 
and science (Anderson et al., 1985). 
(3) To develop the reading curriculum in terms of domain-based 
knowledge (Boekaerts, 1978). Reading skill should be defined as 
a graded succession of learning tasks that must be mastered, and 
not in school grades. A learning hierarchy needs to be established 
and specific objectives determined. Such a hierarchy could be 
associated with the different reading stages defined by Chali 
(1983). 
(4) To start changes on the basis of a consistent educational policy free 
from political influences of the party in power. Universities and 
research centers should develop proposals and try out programs. 
2. Reading Programs 
Reading programs play an important role in teaching practices. They 
influence how reading is taught and what activities teachers use in classroom 
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settings. For this reason, teachers must have access to appropriate reading 
programs. This is even more important in developing countries where teacher 
training is usually insufficient. In Lima, teachers work two shifts, and have little 
time to prepare teaching lessons or materials. Providing them with adequate 
materials is one way to guide under-trained teachers in proper reading instruction. 
Formal and pedagogical analyses of reading programs used in Lima 
revealed that these programs do not reflect current research on either instructional 
design or the reading process (see Chapter 3; pp. 39-45). Teacher's guides in 
most cases are too general. Most programs do not provide a complete 
assortment of materials. Textbooks are mainly made up of learning units. But 
learning can no longer be seen as the accumulation of informatton (Boekaerts, 
1978). Neither motivation nor attention are stressed and no emphasis is given 
to review or assessment. 
The criteria chosen for the pace and order in which letter-sound 
correspondences are taught are not clearly defined (pp. 38,39). In some 
programs used in Lima, correspondences are introduced according to the 
characteristics of the letters —regular or irregular. With other programs, it is 
difficult to establish the criteria that were used. In addition, the phonological 
aspects of Spanish are, not always, taken into account. Authors seem to be more 
concerned about including all types of combinations of syllables, rather than 
representing the real characteristics of the language. Words in Spanish consist 
mainly of open syllables cv, but some programs give the same weight to open 
syllables as to close and complex syllables vc, cvc, ccv, ccvc. 
This analysis has shown that although the predominant methodological 
approach is mixed, most programs stress decoding and devote little time to 
comprehension. Reading programs should reflect the beginning reading process 
that includes both decoding and comprehension. It is therefore very important 
that learning objectives as well as the activities necessary to achieve those 
objectives be clearly defined (Mommers, 1982). In the future, reading programs 
to be used in Lima or elsewhere in Peru, need to be carefully designed and 
detailed and should include a complete assortment of materials. To improve the 
existing reading programs, authors and publishers should considerthe following: 
(1) Reading programs should reflect the complete learning process -
motivation, attention, cognitive processes, review and assessment. 
(2) Beginning reading programs must teach both reading components: 
decoding and comprehension. 
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(3) Instructional design should guide the construction of a reading 
program. A learning hierarchy should be defined in terms of a main 
goal and specific objectives, and should include a graded succession 
of learning tasks, in which students play an active role. 
(4) All reading programs should be accompanied by a teacher's guide 
that explains the goal of the program and objectives. The guide 
should provide detailed instructions for each objective and unit and 
illustrate appropriate activities. The program should also include 
practice exercises for the students, i.e. workbooks. Programs 
should also provide supplementary materials such as flash cards 
and flannel boards. 
(5) Reading programs should contemplate the cultural and social 
background of the children who will use them. 
(6) Tasks should consider the cultural characteristics as well as those 
of the language. 
(7) The best letter-sound correspondence sequence should be identified 
and words, sentences and stories carefully selected. Words 
included in the readers should be familiar to the child and belong to 
his/her vocabulary. Recent studies on child vocabulary in Lima 
(Aspillaga, 1990; Silva, 1990) should be taken into account. 
(8) The methodological approach should be based on code, whether 
it is taught systematically or intrinsically. 
3. Reading tests 
One of the important products of this study was the construction of two 
reading tests for first grade (see Chapter 4). "Research suggests that effective 
schools make frequent use of tests" (Anderson et al. 1985, p.99). Reading 
achievementtests contain afixed set of items that reflect the curriculum and have 
uniform procedures for administration and scoring. They provide objective 
information about children's achievement. 
Appropriate testing materials permit school personnel to determine the 
achievement levels of groups of students as well as of individual children, and 
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to identify children who are behind and who need further testing. Tests scores 
facilitate the grouping of children according to learning objectives. This is quite 
important in heterogeneous populations like that of Lima. 
Reading achievement tests for upper grades and diagnostic devices 
need to be developed. It is important that: 
(1) The tests reflect reading instruction. There must be a graded 
progression and the specific objectives and subskills to be assessed 
must be defined. 
(2) Tasks be selected carefully to reflect the objectives and subskills to 
be measured. 
(3) Words included in the test reproduce the children's standard 
language. 
(4) Norms for different populations be used. 
4. Reading achievement 
Data collected with both tests has confirmed the enormous differences 
existing in reading achievement between children attending public and private 
schools. 
Reading achievement is not what is expected by the end of the school 
year. Data revealed that many children from public schools and private schools 
had not attained the first grade learning objectives, especially on reading 
comprehension (p. 78,79). 
Future studies should focus on children who have failed and these cases 
should be followed up to determine the causes of their failure. 
5. The reading teacher 
The skill and effectiveness of the teacher influence children's learning. 
One of the most important findings of this research is the effect of teachers' 
instructional procedures and their methodological approaches on students' 
reading achievement. Teachers who reported positive instructional procedures 
had students who scored better (p.98). Teachers who reported teaching code 
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either systematically or intrinsically had students who scored better (p. 103). 
The improvement of instructional procedures and methodological 
approaches will require the following: 
( 1 ) The development of teacher training programs which directly apply 
research results. 
(2) The adaptation of the methodology to the student population. 
(3) The promotion of reading research. Systematic observations and 
finer differences need to be made about specific populations. 
6. School management and organization 
It was not the objective of this research to study the management and 
organization of schools. Nevertheless observations made at the different 
schools indicate that this is one of their most vulnerable points (pp. 79,80). Many 
studies report the correlation between school organization and achievement. 
Teacher training courses on school management and organization are 
required to provide teachers a background not only in how schools are organized, 
but also in classroom discipline and how teachers can make adequate use of 
their time. All these seem to be lacking in schools of Lima. 
This study was limited to the elemental aspects of reading instruction. 
Further research needs to be done in Lima and in other parts of the country. The 
results of that research should be used to improve the teaching of beginning 
reading in Peru. 
A national policy on reading research is of the utmost importance. 
Education should be founded on data gathered from research. Empirical studies 
and longitudinal research projects should be promoted. This would permit a 
further analysis of the different reading methods, the development of teaching 
materials, the proper training of teachers and the construction of tools to assess 
reading achievement. 
Reading should not be limited to formal instruction. It should also be 
encouraged at home and at the community level, for example by establishing 
libraries and other related activities. 
SUMMARY 
The main goal of this research project was to examine the learning and 
teaching of beginning reading in Lima (Peru). The study is divided in three 
sections. The first section is theoretical and consist of the first two chapters. In 
the second section, from the third to the fifth chapter, three studies that refer to 
beginning reading programs, first grade students' reading achievement and the 
first grade reading teacher are presented. In the third section a synthesis of the 
results are presented. Recommendations are proposed for researchers and 
teachers in beginning reading. In the first chapter current research concerning 
the reading process, definitions and reading stages are presented. The 
significance of beginning reading as the cornerstone on which formal education 
is based is stressed. The different theoretical models are discussed and 
emphasis is given to LaBerge and Samuels' model for understanding the 
learning of reading. With regard to instruction, methods employed in the 
teaching of Spanish reading, instructional design and materials are presented. 
At the end of the chapter a summary about beginning reading in Spanish is given. 
The second chapter isfocused on beginning reading instruction in Peru. 
The system is highly centralized although Peru is a country characterized by its 
diversity from a sociocultural and linguistic point of view. According to a 
UNESCO report, Peru is one of the Latin American countries with the highest rate 
of repeating students. This data reveal the weaknesses of the Peruvian 
educational system. The study plan consists of seven subjects. The teaching 
of reading and writing are given simultaneously and are considered within the 
language arts. According to the program, the learning of reading and writing 
includes three stages: (1) readiness, (2) beginning reading and writing, and (3) 
consolidation. The first two stages are developed in first grade. The interest in 
research and especially in reading research is at an early stage. Until now, there 
are no significant national projects or follow up studies concerning the teaching 
of beginning reading in Lima or in other cities of Peru. The chapter includes some 
comments on the Peruvian Educational System. At the end the three research 
subjects considered important to get a better understanding of the teaching of 
reading in Peru are presented. 
Reading programs are used for systematic reading instruction and play 
an important role in the organization of teaching. Beginning reading programs 
often used in Lima is the focus of the third chapter. A Reading Program Analysis 
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Systemwas developed to study nine programs. The analysis was carried out in 
two levels: formal and pedagogical. With a formal analysis the main characteristics 
of the programs such as name, author, editorial company, country and edition 
were identified. The main goal and the method were also characterized. In each 
case it was established the instructional materials, the number of pages and 
number and type of units. The pedagogical analysis determined the pace and 
order in which the letter/sound correspondences are introduced. It was observed 
a significant correlation among many of the programs analyzed. The learning 
objectives were identified for each program as well as the percentage devoted 
to each. Finally the frequency of activities suggested by the program were 
identified and rank ordered. At the end of the chapter it is determined that most 
of the reading programs meet international publishing standards. Not all the 
programs have a complete assortment of instructional materials. The organization 
of the program and how units are distributed does not always reflect the learning 
process. Emphasis is put on learning units. Review or assessment units are not 
always included. Most reading programs introduce letter-sound correspondences 
in the same order, beginning with vowels. Emphasis is given to the teaching of 
regular consonants. The sequence appears based on the pedagogical 
characteristics of the letters. The syllable plays an important role in the organization 
of the task. Most programs emphasize cv syllables which are taught first, 
followed by vc and complex syllables. The reading process is partially present. 
Decoding and word recognition skills are stressed in most of the reading 
programs. Reading comprehension is only taught in two programs, however. All 
reading programs teach writing simultaneously. 
The fourth chapter is devoted to achievement reading tests. A review 
on Spanish reading tests is done and studies on reading assessment in Lima are 
discussed. Lima had no local tests for measuring reading achievement. This is 
why the purpose of this study was to construct reliable and valid reading 
achievement tests for first grade students. Two tests were developed: an oral 
reading test devised to measure accuracy and rate in decoding skills; and a silent 
reading test devised to assess comprehension skills. The Prueba de un minuto 
(One minute test) was derived from the Caesar-een-minuut-test (Caesar one 
minute test; Mommers, 19Θ3). The test consists of 100 words ranked according 
to their degree of difficulty. The test was administered to 795 children from public 
and private schools belonging to the different districts of Lima. A study on content 
validity was carried out and reliability coefficient of .91 was estimated by the test-
retest method. The frequency and cumulative distributions and percentiles for 
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the whole sample and each type of school were determined. The Prueba de 
Comprensión de Lectura /n/c/a/(Beginning Reading Comprehension Test) was 
constructed to assess initial reading comprehension skills in first grade children. 
It consist of 30 items and five examples, organized in five sections: word reading 
comprehension, sentence comprehension, cloze technique, literal and inferential 
comprehension and sequence arrangement. The test was administered to a 
sample of 2,122 children from public and private schools belonging to the 
different districts of Lima. A random subsample of 237 cases was selected to 
analyze test reliability which gave a .92 coefficient. Item-test analyses were done 
to asses the test's internal consistency. Results showed an alpha of .89 for the 
whole test. The content validity was based on the tasks and items selected to 
measure reading comprehension. The frequency and cumulative distributions 
and percentiles for the whole sample and each type of school were determined. 
The analysis of variance revealed differences according to type of school f or both 
tests. Gender differences were found only for the reading comprehension test. 
The fifth chapter is focused on the reading teacher. The study is based 
on data collected with a questionnaire especially devised for this research. It was 
administered to 80 reading teachers from public and private schools of Lima. 
The items were grouped into four categories: personal data, reading programs, 
teaching materials and frequency, instructional procedures and teaching method. 
The results are presented on two levels: descriptive and inferential. The 
descriptive analysis did not showed important differences between public and 
private schools about teachers' background and experience in first grade. Data 
revealed significant differences between public and private schools about the 
reading program used. The inferential analysis revealed the effect of positive 
instructional practices on children's reading achievement for both tests. Results 
about the method revealed that when the code was taught systematically or 
intrinsically children's scores were better. 
In the last chapter the most important findings are summarized and 
conclusions are derived on the basis of the three studies. Suggestions, from a 
psychopedagogical point of view, are given to improve the teaching of reading 
in Lima. 
RESUMEN 
El objetivo principal del estudio ha sido examinar la enseñanza y el 
aprendizaje de la lectura en primer grado en la ciudad de Lima (Perú). El estudio 
se compone de tres partes. La primera parte es teórica y comprende los dos 
primeros capítulos. En la segunda parte, del tercer al quinto capítulo, se 
describen tres estudios que versan sobre los programas de enseñanza de 
lectura, el rendimiento en la lectura de los alumnos de primer grado y el maestro 
de lectura de primer grado. En la tercera se integran los resultados de los 
estudios y se presentan las conclusiones y recomendaciones. 
En el primercapítulo se presenta el concepto de lectura, sus definiciones 
y estadios. Se hace hincapié sobre la importancia de la lectura temprana como 
piedra angular sobre la cual se desarrolla la educación formal. Los diferentes 
modelos de aprendizaje de la lectura son expuestos, destacándose la aplicación 
del modelo de LaBerge y Samuels para comprenderei aprendizaje de la lectura. 
En cuanto a la instrucción propiamente dicha se hace una clara distinción entre 
los métodos, diseño instruccional y materiales para la enseñanza de la lectura. 
Al final del capítulo se hace una reseña sobre la investigación en el campo de 
la lectura temprana en español. 
El segundo capítulo se centra en la instrucción de la lectura en el Perú. 
A pesar de la diversidad sociocultural y lingüística existente, el Sistema 
Educativo Peruano se encuentra altamente centralizado. Estadísticas del 
Ministerio de Educación indican una alta tasa de alumnos repitentes, lo que 
significa la vulnerabilidad del sistema. La Educación Primaria contempla siete 
materias. La enseñanza de la lectura y escritura se dan simultáneamente y se 
enmarcan dentro del curso de Lenguaje. De acuerdo al programa, el aprendizaje 
incluye tres fases: (1) aprestamiento, (2) iniciación a la lectura y escritura, y (3) 
consolidación. Las dos primeras fases se desarrollan en primer grado. Al hacer 
una revisión bibliográfica, se han encontrado pocas investigaciones sobre la 
lectura en primer grado en el Perú. Hasta el momento no existen proyectos 
nacionales o estudios de seguimiento que se refieran a la enseñanza o 
aprendizaje de la lectura en Lima o en otras ciudades del Perú. El capítulo 
incluye algunos comentarios y cuestionamientos sobre el Sistema Educativo 
Peruano. Al final se presenta los tres niveles de investigación para llegar a una 
mejor comprensión de la situación de la enseñanza de la lectura en Lima. 
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Los programas usados para enseñar a leer juegan un rol importante en 
la organización y programación de la de la enseñanza. El punto central del tercer 
capítulo son los programs de lectura comúnmente utilizados en Lima. El estudio 
consisitió en el análisis de nueve programas, para lo cual se elaboró un Sistema 
de Análisis de Programas de Lectura. El análisis se realizó en dos niveles: 
formal y pedagógico. A través del resultado del análisis formal se identificó las 
principales características de los programas de lectura, tales como nombre del 
programa, autor, editorial, país de origen y edición. Así mismo se determinó el 
objetivo del programa y el método utilizado. En cada caso se estableció los 
materiales educativos que acompañan a cada programa, así como el número de 
páginas, número de unidades de trabajo y el tipo de cada una. El análisis 
pedagógico tuvo como objetivo determinar la secuencia y el orden en que las 
diferentes correspondencias letra sonido se presentan. Se observó una alta 
correlación en la secuencia de varios de los programas estudiados. Se identificó 
los objetivos de aprendizaje de cada programa y el porcentaje dedicado a cada, 
uno de éstos. Por último, se identificó las actividades sugeridas porcada uno 
de los programas, estableciéndose una frecuencia y un orden. Al final del 
capítulo se establece que la mayoría de los programas cumplen con las normas 
internacionales de publicaciones, sin embargo no todos cuentan con una 
variedad de materiales educativos. Muchos programas no reflejan el proceso 
completo de aprendizaje y ponen mayor énfasis en las unidades de aprendizaje, 
dejando de lado el repaso o la evaluación. La mayoría de los programas 
introducen las correspondencias letra sonido en el mismo orden, comenzando 
por las vocales, seguido de consonantes regulares. La sílaba juega un rol 
importante en la organización de la tarea, enseñándose en primer lugar las 
sílabas cv. El proceso de la lectura se encuentra parcialmente presente, 
enfatizándose sobre todo la decodificación y la identificación de palabras. Sólo 
dos programas contemplan la comprensión. Todos los programas enseñan 
simultáneamente la escritura. 
El cuarto capítulo está dedicado a las pruebas de lectura. Se hace una 
revisión de las diferentes pruebas utilizadas en español para la evaluación de 
la lectura. Se presenta los estudios realizados sobre evaluación de la lectura en 
Lima. De este análisis se desprendió que no existían instrumentos locales para 
evaluar el desempeño en la lectura de aquellos niños que cursaban o habían 
cursado primer grado. Es por ello que se consideró necesario la construcción 
de instrumentos para evaluar el rendimiento de la lectura que fueran válidos y 
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confiables en Lima. Se construyó dos pruebas, una para evaluar ladecodif icación 
y otra la comprensión de lectura. La Prueba de un Minuto basada en el Caesar 
een minuut tesi mide precisión y rapidez en la lectura oral. Consiste en una lista 
de 100 palabras ordenadas de acuerdo al nivel de dificultad. Se administró a una 
muestra de 795 niños y niñas provenientes de colegios estatales y particulares 
de los diferentes distritos de Lima. Se hizo un estudio de validez de contenido 
y se estableció un coeficiente de confiabilidad de .91 por el método de test-
retest. Se estableció una frecuencia de distribución y una curva acumulativa, así 
como percentiles para la muestra total y para cada tipo de colegio por separado. 
La Prueba de Comprensión deLecturaWene como objetivo evaluar la comprensión 
inicial y consiste de 30 ítem y 5 partes: lectura de palabras, comprensión de 
oraciones, completamiento de frases, comprensión literal e inferencial y 
ordenamiento de secuencias. La prueba se administró a 2,122 niños y niñas de 
primer grado provenientes de colegios estatales y particulares de los diferentes 
distritos de Lima. Para el estudio de confiabilidad se seleccionó 237 casos al 
azar, hallándose un coeficiente de .92. La consistencia interna de la prueba 
mostro un alfa de .89. La validez de contenido se estableció en base a las tareas 
y los ítem seleccionados que estuvieron basados en el proceso de comprensión 
de lectura. Se estableció unaf recuencia de distribución y una curva acumulativa, 
así como percentiles para la muestra total y para cada tipo de colegio por 
separado. El análisis de varianza mostró diferencias significativas según el tipo 
de colegio para ambas pruebas. En cuanto a la variable sexo sólo se hallaron 
diferencias para la prueba de comprensión de lectura. 
El quinto capítulo tiene como tema central el maestro de lectura en 
primer grado. El estudio se basa en datos recogidos con un cuestionario 
especialmente preparado para la presente investigación y administrado a 80 
maestros de Lima de colegios estatales y particulares. Los reactivos del 
cuestionario se agruparon en cuatro categorías: información personal, uso de 
programas y materiales, prácticas instruccionales y el método del profesor. Los 
resultados se analizaron en dos niveles: descriptivo e inferencial. El análisis 
descriptivo no mostró mayores diferencias en cuanto a la formación y experiencia 
de los maestros. Las diferencias se encontraron, sobre todo, en cuanto al 
programa de lectura utilizado. El análisis inferencial mostró que aquellos 
profesores que utilizaban prácticas instruccionales adecuadas elevaban el 
rendimiento de sus alumnos. Esto se verificó en ambas pruebas y en ambos 
tipos de colegio. En cuanto al método, los resultados mostraron que los alumnos 
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de los maestros que basaron su enseñanza en el aprendizaje del código 
tuvieron mejores resultados. 
En el sexto capítulo se resumen los resultados y se sacan conclusiones 
en base a los hallazgos de los tres estudios. Se dan sugerencias para mejorar 
la enseñanza de la lectura en Lima, desde una perspectiva psicopedagógica. 
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APPENDIX A 
READING PROGRAM ANALYSIS SYSTEM 
INTRODUCTORY INFORMATION 
I) MAIN CHARACTERISTICS 
Full title: 
Author: 
Editorial Company: 
Country: 
Sets: 
First Edition: 
Edition Analyzed: 
Pages: 
Cost: (high - medium - low) 
II) AUTHOR'S DEFINITION 
Method — 
Main Goal 
III) INSTRUCTIONAL MATERIALS 
1. Teacher's Manual (yes/no) 
2. Instructions on reading textbook (yes/no) 
3. Readiness program (yes/no) 
4. Workbook or worksheets (yes/no) 
5. Other 
IV) UNITS 
1. Number of units 
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Codebook for Data Input 
I) Reading Programs 
1 - Coquito; 2 - Despertar; 3 - Espejito; 4 - Lalo A & В; 5 - Micho; 
6 - Nuevo Silabario; 7 - Picaflor; 8 - Sendero; 9 - Sorpresas. 
II) Organization of the Reading Program 
I.Units 
1.1 Unit Number 
1.2Extension 
1 .ЗТуре of Unit: 1 - Learning Unit; 2 - Reading Unit; 
3 - Review Unit; 4 - Assessment Unit; 5 - Conversation or 
other type of unit. 
2.Learning Objectives and Activities per unit 
2.1 Objectives: 
01 - Letter-sound correspondance: vowels 
02 - Letter-sound correspondance: regular simple consonants 
03 - Letter-sound correspondance: double consonants 
04 - Letter sound correspondance: irregular consonants 
05 - Syllables cv 
06 - Syllables vc 
07 - Syllables cvc, cvv, ccv, ccvc, cwc 
08 - Word recognition 
09 - Reading comprehension 
2.2Activities: 
A1 - Conversation about new words in the lesson 
A2 - Object naming in a chart or figure 
A3 - Recognition of the initial sound of words in figures 
(for example "o" as in "oso") 
A4 - Reading syllables with visual aid ("ma" as in "mariposa") 
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A5 - Reading syllables in vertical or horizontal columns 
A6 -Word composition combining syllables 
A7 -Reading word or words isolated with visual aid 
(practice words) 
A8 - Reading words without visual aid 
A9 - Word analysis in syllables 
A10-Word analysis inletters 
A11 - Word synthesis 
A12 - Reading of simple sentences with f amiliar words 
A13 - Reading of short paragraphs for reinforcement 
A14 - Reading of tongue twisters, poems, songs... 
A15 - Cloze Technique, sentence comprehension ... 
A16 - Questions on reading comprehension of short texts 
A17 - Teaching of writing is simultaneous 
A18-Dictation 
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Sequence of letter-sound correspondence for COQUITO 
unit 
1 
2 
3 
4 
5 
7 
8 
9 
10 
11 
14 
15 
16 
17 
18 
21 
22 
23 
24 
25 
26 
29 
30 
31 
32 
33 
34 
35 
38 
39 
40 
41 
42 
43 
44 
47 
48 
49 
50 
51 
52 
53 
54 
55 
totter 
0 
i 
a 
u 
e 
m 
Ρ 
η 
s 
I 
t 
d 
r 
r 
с 
ñ 
b 
V 
g 
y 
h 
f 
i 
ζ 
II 
eh 
q 
g 
s 
r 
I 
η 
с 
ia 
uè 
Pi 
cl 
Ы 
Pr 
gr 
br 
fr 
tr 
rr 
с 
χ 
і io iu 
uà ui ou 
uen ien uez сс 
syllabe or word 
oso 
iglesia 
avión 
uva 
enano 
mamá 
papá 
nene 
sapo 
luna 
tina 
dado 
aro 
rosa, perro 
casa 
pina 
bote 
vaca 
gato 
yo-yo 
humo 
faro 
jarra 
zorro, cero 
llama 
chivo 
queso 
guitarra 
asno 
arpa 
albañil 
inca 
actor, taxi 
piano.pieza, piojo, viuda 
hueso, ruido, cuota 
plaza 
clase 
bloque 
prado 
grúa 
broma 
fruta 
tren 
puente, viento, nuez, leo 
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Sequence of letter-sound correpondence for DESPERTAR 
unit 
1 
2 
3 
4 
5 
6 
7 
9 
10 
11 
12 
13 
15 
16 
17 
18 
19 
20 
22 
23 
24 
25 
26 
27 
27b 
29 
30 
31 
32 
34 
35 
38 
letter 
a i о 
m 
η 
I 
ν 
s 
t 
d 
Ρ 
b 
У 
u.fl 
j 
h 
с 
f 
eh 
II 
ζ 
g 
г 
c,z 
rr 
r 
q 
g gu gü 
X 
fi gl er br 
к 
syllable or word 
ala 
mono 
nena 
león 
vela 
oso 
tomate 
diana 
pata 
bota 
yema 
uña 
jaula 
hueso 
canoa 
foca 
chiminea 
llama 
zapato 
galo 
rosa 
za, ce, ci, 
perro 
elefante iglesia 
zo, zu 
ar, er, ir, or, al, el, il, ul 
on, un, as 
orilla, oro, 
queso 
, es, is, os, us, 
vara, 
girasol, guitarra, pingüino 
xilófono 
flores, globos, cruces, hombres 
ka, ke, ki, 
ко, ku 
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Sequence of letter-sound correspondence for ESPEJITO 
unit 
1 
2 
3 
4 
5 
7 
θ 
9 
10 
11 
13 
14 
15 
16 
17 
19 
20 
21 
22 
24 
26 
27 
29 
30 
31 
32 
33 
34 
36 
37 
3Θ 
40 
41 
42 
43 
45 
46 
48 
49 
50 
51 
52 
53 
54 
55 
56 
58 
letter 
0 
a 
e 
i 
u 
m 
Ρ 
η 
d 
s 
I 
t 
с 
b 
ν 
eh 
с 
г 
I 
TT 
i 
II 
f 
ñ 
9 
ζ 
У 
h 
q 
к 
χ 
s 
η 
I 
г 
te io ia iu 
uè ui uo 
Pi 
pr 
ci 
Ы 
br 
fi 
fr 
gr 
tr 
syllabe or word 
ojo 
ala 
eje 
imán 
uña 
mamá 
papá 
nene 
dedo 
sopa 
luna 
tina 
cometa 
bebe 
vaca 
chivo 
cine 
rosa 
toro 
perro 
jarra 
llama 
faja 
ñato 
gato 
zorro 
yeso 
humo 
queso 
kilo 
saxofón 
asno 
inca 
alpaca 
arco 
ciego, violin, piano 
escuela, huaco, ruido 
plato 
profesor 
clavo 
blusa 
cabra 
flecha 
fruta 
tigre 
trucha 
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Sequence of letter-sound correpondence for LALO 
unit 
1 
2 
3 
4 
5 
8 
9 
10 
11 
13 
14 
15 
18 
19 
20 
22 
23 
24 
26 
27 
28 
29 
31 
33 
35 
37 
39 
42 
43 
44 
45 
47 
48 
49 
50 
51 
52 
54 
55 
56 
57 
58 
59 
60 
62 
letter 
! 1 
U 
θ 
о 
a 
m 
s 
I 
η 
Ρ 
t 
d 
г 
rr г 
с qu 
ñ 
b 
ν 
g g" 
h 
f 
j g 
ζ с 
II 
У 
ch 
к 
es 
al 
an 
ar 
cl 
bl 
Pi 
fl 
gi 
tl 
Pr 
gr 
br 
tr 
fr 
dr 
cr 
syllabe or word 
mamá 
sala 
lima 
nene 
papá 
tina 
dedo 
pera 
perro, rata 
cama, queso 
ñusta 
bata 
velo 
gato, guerra 
hamaca 
fila 
jarra, gemelo 
zanahoria, cerro 
llama 
yate 
choza 
kepi 
escalera 
almanaque 
antena 
arco 
clavo 
blusa 
plátano 
flecha 
globo 
atleta 
profesor 
gradas 
abrigo 
triciclo 
fruta 
cilindro 
microbús 
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Sequence of letter-sound correspondence for MICHO 
unit 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
49 
50 
51 
52 
53 
54 
55 
56 
57 
letter 
о 
i 
a 
u 
θ 
r 
s 
f 
eh 
j 
с 
qu 
к b 
9 
I 
t 
Ρ 
m 
ζ 
d 
ν 
η 
χ 
ñ 
У 
II 
h 
r 
с 
g 
gu 
gü 
syllabe or word 
ro, ri, ra, ru, re, or, ir, ar, ur, er 
so, si, sa, su, se, as, es,¡s, os, us 
fo, fi, fa, fu, fe, of, if, af, uf, ef 
cho, chi, cha, chu, che 
jo, ji, ja, ju, je 
ca, co, cu 
que, qui 
ki, ka, к , ko, 
bo, bi, ba, bu, be, ub, ob, ib, ab, eb 
go, ga, gu, 
lo, li, la, lu, le, ol, il, al, ul, el 
to, ti, ta, tu, te, ot, it, ut, at, et 
pò, pi, pa, pu, pe, op, ¡ρ, ар, up, ер 
mo, mi, ma, mu, me, om, im, am, um, em 
zo, zi, za, zu, ze, oz, az, uz, ez 
do, di, da, du, de, od, ¡d, ad, ud, ed 
vo, vi, va, vu, ve 
no, ni, na, nu, ne, on, in, an, un, en 
xo, xi, xa, zu, х 
ño, ñ¡, ña, ñu, ñe 
yo, yi, ya, yu. ye 
Ilo, Ili, Ha, llu, He 
ho, hi, ha, hu, he 
aro, oro, era 
ce, ci 
gè, gì, ga, go, gu 
gue, gui 
güe, güi 
ar, er, ir, or, ur, ardilla 
as, es, is, os, us, espiga 
ol, il, al, el, ul, olmo 
on, in, an, en, un, indio 
oz, iz, az, ez, uz, lápiz 
om, im, am, em, um, tambor 
od, id, ad, ed, ud, david 
og, ag, eg, ig, ug, oj, aj, insignia 
ot, it, at, et, ut, ritmo 
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58 
59 
60 
61 
62 
62b 
63 
63b 
64 
64b 
65 
65b 
66 
66b 
67 
67b 
68 
68b 
69 
69b 
70 
70b 
71 
71b 
72 
72b 
73 
74 
75 
76 
br 
fr 
er 
tr 
pr 
gr 
dr 
bl 
fl 
cl 
PI 
gl 
ob, ab, eb, ib.ub, submarino 
oc, ic, ас, с, uc, doctor 
op, ap, ep, ip, up, af, ef, if, of, 
ox, ix, ax, ex, ux, sexto 
bar, bor, ber, bir, bur 
bra, bro, bre, bri, bru 
for, fir, far, fer, fur 
fro, fri, fra, fre, fru 
cor, car, cur, cer, cir 
ero, era, cru, ere, cri 
tor, tir, tar, ter, tur 
tro, tri, tra, tre, tru 
por, pir, par, per, pur 
pro, pri, pra, pre, pru 
gri, grò, gra, gru, gre 
gor, gar, gur, guer, guir 
dor, dir, dar, der, dur 
dro, dri, dra, dre, dru 
bol. bal. bil. bel. bul 
blo, bla. bli, ble, blu 
fol, fai, fel, fil, ful 
fio, Ila, fie, fli, flu 
eia, cío, clu, de, eli 
col, cal, cul, cel, cil 
pol, pil, pal, pel, pul 
pio, pli, pia, pie, plu 
glo, già, glu, gle, gli 
cresta, Francisca 
tren, transporte 
constipado 
uf 
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Sequence of letter-sound correspondence for 
NUEVO SILABARIO 
unit. 
1 
2 
3 
4 
5 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
42 
43 
letter 
0 
a 
i 
u 
θ 
m 
Ρ 
s 
I 
η 
t 
d 
г 
r rr 
с qu 
ñ 
ν 
b 
g gu 
У 
h 
f 
j g 
ζ с 
II 
eh 
ia 
и 
au 
Pi 
cl 
bl 
pr 
gr 
br 
tr 
dr 
syllable or word 
oso 
avión 
indio 
uva 
enano 
mamá 
papá 
sapo 
lima 
nene 
tomate 
dado 
aro 
rosa, perro 
casa, queso 
nino 
vaca 
baño 
gato, guerrero 
yate 
hada 
foto 
jirafa, gitano 
zorro, cereza 
llama 
chivo 
asno 
ardilla 
albañil 
indio 
doctor 
piano 
hueso 
auto 
plátano 
clarín 
blusa 
profesor 
grillo 
broma 
trineo 
dragón 
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Sequence of letter-sound correspondence for PICAFLOR 
unit letter syllabe or word 
1 
1b 
2 
3 
4 
5 
6 
7 
8 
10 
11 
12 
12b 
14 
15 
15b 
16 
17 
1Θ 
19 
19b 
19c 
20 
20b 
21 
22 
23 
24 
24b 
26 
27 
27b 
27c 
28 
28b 
29 
29b 
30 
30b 
30c 
a i у о ai, au, ay, e¡, eu, ey, ou, oy, o¡ 
и 
m 
Ρ 
t 
I 
b ν 
η 
I η 
s 
ζ с 
s 
t 
f 
г 
rr 
eh 
h 
г 
i g 
с к q 
ñ 
Ila 
У 
g 
br 
fr 
рг 
ma, me, ml, mo, mu 
pa, pe, pi, po, pu 
ta, te, ti, to, tu 
la, le, li, lo, lu 
ba, be, bi, bo, bu, va, ve, vi, vo, vu 
na, ne, ni, no, nu 
al, al, il, ol, ul, an, en, in, on, un 
sa, se, si, so, su, ce, ci 
za, ze, zi, zo, zu, ce, ci 
sai, sei, sii, sol, sul 
tas, tes, tis, tos, tus 
fa, fe, fi, fo, fu 
ra, re, ri, ro, ru 
rra, rre, rri, rro, rru 
cha, che, chi, cho, chu 
ha, he, hi, ho, hu 
ara, ore, eri, oro, oru 
ar, er, ir, or, ur 
par, per, pir, por, pur 
mar, mer, mir, mor, mur 
pal, pel, pil, pol, pul 
pan, pen, pin, pon, pun 
ja, je, ji, jo, ju, ge, gi, 
ca, co, cu, ka, к , кі, ko, ku, que, qui 
ña, ñe, ñi, ño, ñu 
Ila, Ile, Ili. Ho, Hu 
ya, ye, yi, yo, yu 
ga, gue, gui, go, gu 
bar, ber, bir, bor, bur 
bal, bel, bil, bol, bul 
var, ver, vir, vor, vur 
ar, er, ir, or, ur.dar, der, dir, dor, dur 
das, des, dis, dos, dus, gus 
cas, cos, cus, car, cor, cur, que 
cal, col, cul 
bra, bre, bri, bro, bru 
fra, fre, fri, fro, fru 
pra, pre, prl, pro, pru 
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31 
31b 
31c 
31d 
32 
32b 
32c 
33 
34 
34b 
35 
36 
36b 
37 
tr 
fl 
bl 
cl 
gl 
X 
tar, ter, tir, tor, tur 
tra, tre, tri, tro, tru 
fai, fel, fil. fol, ful 
fia, fie, fli, fio, flu 
bla, ble, bli, bb, blu 
da, ele, di, do, du 
gla. gle, gli, glo, glu 
gue, gui, gua 
han, hen, hin, hon, hun, har, her, hir 
hor, hur, ham, hem, him, hom, hum 
xa, xe, xi, xo, xu ax, ex, ix, ox, ux 
ex, acci, paz, nuez, rafz, hoz, luz, hoy 
soy, voy, estoy, hay, rey, muy 
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Sequence of letter-sound correpondende for SENDERO 
unit 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
12b 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
26b 
26c 
26d 
26e 
26f 
26g 
27 
28 
28b 
29 
30 
30b 
30c 
30d 
ЗО 
31 
letter 
a 
о 
u 
θ 
i 
У 
Ρ 
I 
m 
η 
s 
t 
b 
d 
f 
V 
j g 
g 
r 
1, n, s, r, 
ñ 
ζ с 
с qu 
II 
gr 
tr 
br 
fr 
er 
dr 
Pr 
h 
r 
rr 
eh 
gì 
pi 
fi 
cl 
Ы 
g 
syllable or word 
pe, pi, pa, pu, po 
lu, la, кэ, li, le 
mo, me, ma, mu, mi 
ni, na, ne, nu, no 
si, so, sa, se, su 
os, as, es, is, us, il, ol, al, ul, el 
un, an, on, en, in 
ti, to, ta, te, tu 
bi, ba, bu, bo, be 
do, da, de, du, di 
fo, fa, fé, fi, fu 
va, vi, vu, ve, vo 
ji, jo, ju, ja, je, gi, ge 
ga, go, gu, gue, gui 
ar, er, ir, or, ur, ra, re, ri, ro, ru 
sol, pan, gas, mar 
ña, ñi, ne, ñu, ño 
ze, zo, za, zu, zi, ce, ci 
ca, co, cu, que, qui 
Ila, Ilo, llu, Ili, Ile 
gre, gri, grò, gra, gru 
tri, tre, tru, tra, tro 
bro, bru, bra, bri, bre 
fre, fri, fru, fra, fra 
ero, cru, era, ere, cri 
dra, dri, dre, dro, dru 
pre, pru, pri, pro, pra 
ha, he, hu, hi, ho 
ra, re, ri, ro, ru„ rosa, rana 
rra, rre, rri, rro, rru, perro, torre 
chi, che, cho, chu, cha 
glo, glu, gli, gle, già 
plu, pia, pio, plu, pie 
fio, flu, fli, fia, fle 
eia, eie, do, eli, clu 
ble, blu, bli, blo, bla 
gui, gue, gui, gue, gi, ge 
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32 y ya, ye, yi, yo, yu 
33 χ ax, ex, ix, ox, ux, xa, xe, xi, xo, xu 
33b b, d, m, j submarino, red, campana, reloj 
34 к ka, к , ко, ki, ku, ca, que, co, qui, cu 
34b с t g ns accidente, robot, Ignacio, monstruo 
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Sequence of letter-sound correpondence for SORPRESAS 
syllabe or word 
am, em, im, om, urn, ma, me, mi, mo, mu 
pa, pe, pi, po, pu, ар, ер, ¡ρ, op, up 
al, lu, la, li, lo, el, le, il, ol, ul 
as, sa, es, se, is, si, os, so, us, su 
el, la, los, las 
da, de, du, di, do 
Ana, Elena, Ines, Oto 
Ureta 
in, un, an, on, en, ni, nu, na, no, ne 
ta, to, ti, te, tu 
ca, co, cu, que, qui 
fa, fu, fé, fo, fi, 
ña, ni, ño, ñu, ne 
Ila, Ili, Ile, Ilo, llu 
ar, er, ir, or, ur, ra, re, ri, ro, ru 
rra, rre, rri, rro, rru 
ba, be, bi, bu, bo, va, ve, vi, vu, vo 
ga, go, gu, gue, gui 
ja, jo, ju, ji, je, ge, gi 
ha, hi, ho, hu, he, 
cha, chi, che, cho, chu 
mal, mar, mas, man 
pal, par, pas, pan 
ya, ye, yi, yo, yu 
muy, rey, soy, hay 
za, zu, zi, zo 
ai, au, eu, ei, ia, ua, ie, ue, oi, io, ui, iu, 
bra, bru, bre, bri, bro 
pra, pru pre, pri pro 
gra, gru, gre, gri. grò 
dra, dru, dre, dri, dro 
tra, tru, tre, tri, tro 
fra, fru, f re, fri, fro 
era, cru, ere, cri, ero, 
bla, blu, ble, bli, 
pia, plu, pie, pli, pio 
da, clu, eie, eli, do 
già, glu, gli, gle, g lo 
fla, flu, fie, fli, fio 
tla, tlu, tie, tli, tto 
ka, ki, ke, ko, ku, 
ax, ix, ex, ох, их, 
unit 
1 
1b 
2 
3 
5 
6 
8 
9 
10 
11 
11b 
12 
14 
16 
18 
19 
20 
22 
22b 
24 
25 
26 
27 
28 
29 
30 
32 
33 
34 
36 
38 
38b 
38c 
38d 
38e 
38f 
38g 
40 
40b 
40c 
40d 
40e 
40f 
42 
43 
letter 
a, e, i, o, 
u 
m 
Ρ 
У 
I 
s 
d 
Α, Ε. I, О, 
и 
η 
t 
с, qu 
f 
ñ 
II 
г 
rr 
b, ν 
g. gu 
ι., g 
h 
eh 
У 
ζ, с 
br 
Pr 
gr 
dr 
tr 
fr 
er 
bl 
pi 
cl 
gl 
fi 
tl 
к 
χ 
APPENDIX С 
PRUEBA DE UN MINUTO 
MATERIAL 
1) Tarjeta con 100 palabras impresas 
2) Hoja de registro de respuestas 
3) Un cronómetro 
ADMINISTRACIÓN 
Consideraciones generales 
Es muy importante que se sigan estrictamente las instrucciones de la prueba. Los 
resultados de las pruebas son confiables, sólo si se cumplen fielmente las instrucciones. 
Se trata de una prueba de decodificación muy sencilla y cuya duración es de un minuto. 
El examen debe de administrarse en un lugar tranquilo, diciéndole algunas palabras al 
niño para que se sienta cómodo. 
Instrucciones específicas 
Diga: En esta tarjeta hay escritas unas palabras. Mostrar la tarjeta. Tienes que 
comenzar acá y leer hacia abajo, luego sigues en esta otra columna. Mostrar 
la primera palabra mi e indicarle al niño que tiene que leer en columnas 
verticales. Asegurarse que el niño haya comprendido. Muy bien, ahora vas a 
tratar de leerlas clara y rápidamente. Comenzar a cronometrar el tiempo, al cabo 
de un minuto decirle: Se acabó el tiempo. Muy bien. 
El niño puede guiarse con el dedo. Si un alumno demora más de 5 segundos en 
la lectura de una palabra, debe pasar a la siguiente palabra. Si el niño llega a la palabra 
50, voltear rápidamente la tarjeta. No se debe estimular a que el niño lea rapidísimo. 
CALIFICACIÓN 
A medida que el niño lee, el evaluador marca las palabras mal leídas o que el niño 
se salta, en la hoja de registro de respuestas, en el espacio al lado de cada palabra. 
Cuando termina el minuto, hay que indicar la última palabra leída. El puntaje final se 
obtiene a partir de la última palabra leída, menos los errores. Por ejemplo: el niño llegó 
hasta la palabra 37 y tiene 3 errores el resultado es 34. No se considera error, cuando 
el alumno lee mal, pero se corrige a sí mismo. 
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mi 
dado 
mesa 
su 
mamá 
oso 
tu 
tina 
sapo 
pepa 
malo 
gato 
no 
la 
cuna 
mula 
cosa 
paloma 
vaso 
tornate 
pita 
torre 
pelota 
niño 
poco 
puma 
nido 
siila 
zorro 
moneda 
enano 
muñeca 
vela 
luna 
ese 
sala 
gusano 
llave 
que 
mago 
ojo 
llama 
nube 
pera 
bote 
rosa 
queso 
beso 
hora 
sube 
yo 
helado 
bueno 
llora 
leche 
pan 
sol 
bonito 
con 
un 
jugo 
hija 
mar 
mucho 
del 
cocina 
ven 
araña 
cara 
más 
los 
У 
rojo 
chino 
feo 
yema 
foca 
el 
mosca 
arete 
cielo 
selva 
yeso 
ellos 
fila 
ramo 
son 
ducha 
alta 
todos 
ir 
lobo 
jugar 
rio 
estar 
isla 
kilo 
canta 
hueco 
mundo 
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PRUEBA DE UN MINUTO 
Cecilia Thorne 
CÓDIGO PROFESOR: CÓDIGO ALUMNO: 
NOMBRE: EDAD: 
COLEGIO: TIPO: 
TOTAL DE ACIERTOS: 
mi 
dado ... 
mesa .. 
su 
mamá . 
oso 
tu 
tina 
sapo ... 
pepa... 
malo ... 
gato.... 
no 
la 
cuna ... 
mula ... 
cosa.... 
paloma 
vaso.... 
tomate 
pita 
torre 
pelota ... 
niño 
poco 
puma.... 
nido 
silla 
zorro 
moneda 
enano.. 
muñeca 
vela 
luna 
ese 
sala 
gusano 
llave 
que 
mago... 
ojo .... 
llama. 
nube . 
pera.. 
bote.. 
rosa.. 
queso 
beso . 
hora.. 
sube . 
yo 
helado 
bueno 
llora... 
leche-
pan .... 
sol 
bonito 
con .... 
un 
jugo... 
hija 
mar.... 
mucho 
del 
cocina 
ven .... 
araña. 
cara... 
más ... 
los 
У 
rojo.... 
chino.. 
feo 
yema. 
foca... 
el 
mosca 
arete.. 
cielo.. 
selva. 
yeso.. 
ellos.. 
fila 
ramo. 
son ... 
ducha 
alta ... 
todos 
ir 
lobo ... 
jugar.. 
rio 
estar.. 
isla 
kilo 
canta . 
hueco 
mundo 
APEENDIX D 
PRUEBA DE COMPRENSIÓN DE LECTURA INICIAL 
MATERIAL 
1 ) Cuadernillos de la Prueba de Comprensión Inicial 
2) Un Cronómetro 
3) Lápices 
ADMINISTRACIÓN 
Consideraciones generales 
Es muy importante que se sigan estrictamente las instrucciones de la prueba. Los 
resultados de las pruebas son confiables, sólo si se cumplen fielmente las instrucciones. 
La prueba de lectura inicial es una prueba sencilla y de fácil administración. 
Consta de cinco partes, cada una de las cuales cuenta con un ejemplo. El examinador 
deberá explicar claramente a los niños como deben responder, antes de iniciar cada 
parte. 
La prueba se administra en una sola sesión de una duración de 21 minutos, sin 
incluir el tiempo para ejemplos. La administración es colectiva. Cuando se administra 
a grupos de más de 15 niños, es recomendable la ayuda de otra persona, sobre todo en 
casos en los cuales los niños no son muy disciplinados. 
Antes de iniciar la prueba asegurarse que los niños estén sentados en orden y 
lo más separados posible, unos de bs otros. Una vez que esté todo en orden se dice: 
"Voy a entregarles un cuadernillo como este (mostrarlo), lo van a 
dejar sobre la carpeta hasta que les diga que vamos a hacer con 
él." 
Luego se reparten los cuadrernillos acada niño. Una vez que han sido repartidos, se dice: 
"Con estos cuadernillos vamos a hacer algunas cosas. Por favor 
presten atención y hagan lo que les voy diciendo". (Señalar el 
lugar donde dice Nombre). "Fíjense аса arriba dice la palabra 
Nombre, en esa linea van a escribir su nombre completo. (Mostrar 
el lugar donde dice edad). Аса al costado dice la palabra Edad, ahí 
van a escribir cuantos años tienen". 
Controlar que todos los niños hayan escrito sus nombres y hayan puesto su edad. 
Una vez que todos hayan concluido, proceder a la parte uno. 
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Instrucciones Especificas 
Parte 1 : Lectura de Palabras 
Se dice: 
"Ahora pasen la página" (Hacer una demostración.) "Fíjense como 
lo hago." Una vez que todos estén en la segunda página, decir: "En 
esta página hay unas figuras y unas palabras. Todos miren a la 
primera figura ¿Cuál es? (Esperar a que algún niño diga la palabra 
OJO) "Muy bien, miren ahora las palabras, tienen que buscar la 
palabra OJO" (Esperar a que bs niño encuentren la palabra). "Muy 
bien, ahora encierren con un circulo la palabra OJO). (Úsese las 
instrucciones, de acuerdo a lo que están acostumbrados los niños, asi 
según el caso puede reemplazarse la palabra "encerrar" por, "hacer un 
círculo" o "marcar con un aspa".) "Muy bien, ahora van a trabajar en 
silencio, marcando cada una de las palabras que van con los 
dibujos. Una vez que terminen con esta página, la voltean 
(Mostrar) siguen marcando las palabras hasta terminar los 10 
dibujos." (Mostrar el último dibujo). "Cuando terminen de marcar 
las palabras, dejen su lápiz sobre la carpeta". 
NOSEDAMASAYUDAUNAVEZQUESEHACONCLUIDO CON LAS INSTRUCCIONES 
Y EL EJEMPLO. 
Tiempo: 2 minutos. Si el grupo concluye antes de los 2 minutos pasar a la parte 
dos directamente; en caso contrario, una vez concluidos los 2 minutos se dice: 
"Muy bien niños, ahora dejen todos sus lápices sobre la carpeta 
y vamos a pasar a la siguiente página". 
Parte 2: Lectura de frases 
"Ahora pasen la pagina" (Hacerunademostración.)"Fljensecomo 
lo hago." Una vez que todos estén en la cuarta página, decir: "En 
esta página hay unas oraciones y unas figuras. Todos miren аса 
arriba donde está la primera oración y la primera figura". "¿Qué 
dice en la primera oración? (Señalando la oración "Lalo come un 
helado", esperar a que los niños respondan.) "Muy Bien, ahora 
miren las figuras. ¿Dónde está el niño comiendo un helado? 
Bien, encierren la figura en un circulo (Úsese las instrucciones, de 
acuerdo a lo que están acostumbrados los niños, así según el caso 
puede reemplazarse la palabra "encerrar" por, "hacer un circulo" o 
"marcar con un aspa".) "Muy bien, ahora van a trabajar en silencio, 
marcando cada uno de los dibujos que van con las oraciones. 
Una vez que terminen, dejen sus lápices sobre la carpeta". 
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NOSEDAMASAYUDAUNAVEZQUESEHACONCLUIDO CON LAS INSTRUCCIONES 
Y EL EJEMPLO. 
Tiempo: 1 minuto. Si el grupo concluye antes del minuto pasar a la parte tres 
directamente; en caso contrario, una vez concluido el minuto se dice: 
"Muy bien niños, ahora dejen todos sus lápices sobre la carpeta 
y vamos a pasar a la siguiente página". 
Parte 3: Completamlento de frases 
"Ahora pasen la pagina" (Hacer una demostración.) "Fíjense como 
lo hago." Una vez que todos estén en la cuarta página, decir: "En 
esta página hay unas oraciones a las que les falta una palabra. 
Todos miren аса arriba donde está la primera oración. "¿Qué 
dice en la primera oración?" (Señalando el ejemplo "En la noche 
sale la ", esperar a que los niños respondan.) "Muy Bien, ahora 
miren las palabras. ¿Dónde dice la palabra luna? Bien, encierren la 
en un circulo" (Úsese las instrucciones, de acuerdo a lo que están 
acostumbrados los niños, así según el caso puede reemplazarse la 
palabra "encerrar" por, "hacer un círculo" o "marcar con un aspa".) 
"Muy bien, ahora van a trabajar en silencio, marcando cada una 
de las palabras que completan las oraciones. Una vez que 
terminen, dejen sus lápices sobre la carpeta". 
NOSEDAMAS AYUDAUNA VEZ QUESEHACONCLUIDO CON LAS INSTRUCCIONES 
Y EL EJEMPLO. 
Tiempo: 4 minutos. Si el grupo concluye antes de los 4 minutos pasar a la parte cuatro 
directamente; en caso contrario, una vez concluidos los 4 minutos se dice: 
"Muy bien niños, ahora dejen todos sus lápices sobre la carpeta 
y vamos a pasar a la siguiente página". 
Parte 4: Preguntas y Respuestas 
"Ahora pasen la pagina" (Hacer unademostración.) "Fíjense como 
lo hago." Una vez que todos estén en la quinta página, decir: "En 
esta página hay unas oraciones y unas preguntas. Todos miren 
аса arriba donde está la primera oración y la pregunta". "¿Qué 
dice en la primera oración? (Señalando la oración "Mi mamá barre 
la sala", esperar a que los niños respondan.) "Muy Bien. ¿Qué mas 
dice? (Esperar a que los niños lean.) "Bien ahora lean las palabras" 
(Esperar que los niños lean.) ¿Cuál es la respuesta? (Esperar que los 
niños den la respuesta). "Muy bien. Limpia. Encierren la palabra 
limpia con un circulo (Úsese las instrucciones, de acuerdo a lo que 
están acostumbrados los niños, así según el caso puede reemplazarse 
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la palabra "encerrar" por, "hacer un círculo" o "marcar con un aspa".) 
"Bien, ahora van a trabajar en silencio, marcando cada una de las 
palabras que responden a las preguntas. Una vez que terminen, 
dejen sus lápices sobre la carpeta". 
NOSE DAMAS AYUDAUNAVEZQUESEHACONCLUIDOCON LAS INSTRUCCIONES 
Y EL EJEMPLO. 
Tiempo: 6 minutos. Si el grupo concluye antes de bs 6 minutos pasar a la ultima parte 
directamente; en caso contrario, una vez concluidos los 6 minutos se dice: 
"Muy bien niños, ahora dejen todos sus lápices sobre la carpeta 
y vamos a pasar a la siguiente página". 
Parte 5: Secuencias 
"Ahora pasen la pagina" (Hacer una demostración.) "Fíjense como 
lo hago." Una vez que todos estén en la sexta y última página, decir: 
"En esta página hay unas oraciones. Todos miren аса arriba 
donde están las oraciones "¿Qué dice? (Señalando la oración 
"Garlitos llega del colegio", esperar a que bs niños lean.) "Muy Bien. 
¿Quó mas dice? (Esperar a que los niños lean las otras dos oraciones.) 
"Bien lo que han leído es como un cuento, pero no está en orden. 
Deben ahora buscar cuál es la primera." (Esperarque los niños lean 
y digan cuál es). "Bien la primera es: 'Car I Hos llega del colegio'. 
Ahora escriban el numero ' 1 ' aquí. (Señalar el paréntesis.) ¿Cuál 
es la segunda? (Esperar que bs niños den la respuesta). "Muy bien. 
'Garlitos almuerza'. Escriban el número '2' aquí (Señalar el 
paréntesis correspondiente.) ¿Cuál es la tercera? Garlitos hace su 
tarea. Escriban el número 3 (Señalar el lugar). "Bien, ahora van a 
trabajar en silencio, marcando los números que corresponden en 
cada cuento. Una vez que terminen, dejen sus lápices sobre la 
carpeta". 
NOSEDAMASAYUDAUNAVEZQUESEHACONCLUIDO CON LAS INSTRUCCIONES 
Y EL EJEMPLO. 
Tiempo: 8 minutos. 
Ir recogiendo bs cuadernillos a medida que los niños van terminando su trabajo. 
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CALIFICACIÓN 
Cada respuesta se califica uno o cero. Para cada parte se suman las respuestas 
correctas y se escribe el subtotal. Luego se suman las 5 partes y se escribe en el lugar 
donde dice Total General. 
En el caso que el niño marque dos respuestas, se califica cero. Cuando un niño 
borra y marca la respuesta correcta, se califica uno, salvo que se haya observado que 
el niño se ha copiado o ha recibido ayuda de otro niño. En estos casos hacer una 
anotación en el protocolo del niño al lado de la respuesta. 
Clave: 
Parte 1 : Ejemplo: ojo 
Respuestas: 1 ) lápiz, 2) gordo, 3) soga, 4) queso, 5) lluvia, 6) corre, 7) baja, 
8) triste, 9) zapato, 10) mano. 
Parte 2: Ejemplo: segunda figura 
Respuestas: 1) primera fig., 2) tercera fig., 
3) primera fig., 4) tercera fig. 
Parte 3: Ejemplo: luna 
Respuestas: 1 ) vacas, 2) está, 3) tiza, 4) caballo, 5) teje, 6) plumas. 
Parte 4: Ejemplo: limpia 
Respuestas: 1) juega, 2) fruta, 3) se viste, 4) hermosas, 5) nieve, limpio. 
Parte 5: Ejemplo: 1-3-2 
Respuestas: 1 ) 2-3-1, 2) 2-1 -3, 3) 1 -3-2, 4) 2-3-1 - 4 
Гаіі·) 
Ejemplo: 
ojo ajo vela 
lápiz mesa tapiz 
gorro tiene gordo 
sopa soga pera 
bazar quena queso 
lleva II uvia pino 
goma corre carro 
paja baja f aro 
triste reja fuiste 
¿^^""^J zapato madera zapallo 
mono taza mano 
10 
Pori« 2 
Ejemplo: Lalo come un helado 
iel - А ^ 
il Pati salta la soga 
2) La siila tiene una pata rota 
(H Й t$ 
3) Pepe lee su libro de cuentos 
L 
41 Los niños juegan con su perro 
Q. S 
feri. 3 
Ejemplo: En Ια noche sale la 
Iona sol luna casa 
u Las dan leche 
gallinas varas piedras vacas 
21 La ventana : cerrada 
esto está entra cierra 
3) En la pizarra se escribe con 
taza tiza mota lápiz 
4i El tiene cuatro patas 
cabello gallo plumero caballo 
¿i La araña su tela 
teja reja pinta teje 
6i La gallina está cubierta de 
plomos pelos plumas hojas 
ГаП*4 
Ejemplo: M l momó borre Ια sola. 
¿Quo hoce ml moma? 
plancha cocina limpia compra 
1) Lult patea la pelóla. 
¿Qu6 hace Lult ? 
pinta come juego β »cribe 
21 Carola come un plátano. 
¿Qué come Carola ? 
dulce fruta verdura agua 
3) Tito te pone la chompa. 
¿Quó hace Tito ? 
te baña te lava te tienta te vlsle 
4} En el parque hay bancat, patto y 
hermotat lloret de coloret. 
¿Gomó ton lat lloret del parque ? 
leat blancal muchat hermotat 
51 En lat vacaclonet (ulmot a la Sierra, 
habla moni ana» altat con nieve y un rio 
muy limpio. 
al ¿Quó tenían lai montana» ? 
nube» irlo nieve ârbolet 
Ы ¿Cómo era el rio ? 
lindo limpio tuclo grande 
Г « І Ф 1 
Ejemplo: 
Carillos llega del colegio. ( I 
Carillo» hace su tarea. ( ) 
Carillo» almuerza. ( ) 
Gaby »· tropieza con la tilla. ( ) 
Lo» libro» te caen. I ) 
Gaby lleva vario» libro». ( | 
21 Me luí a la tienda I I 
Mi papá me dló dinero. I I 
Me compra un chupete. ( I 
3) Mi mamá prepara la comida. ( ) 
Yo ayudo a mamá a lavar lo» plato». ( ] 
Mi familia y yo almorzamos. ( ) 
41 Teresa cortó la tela. ( ) 
Teresa cosió la tela. I I 
Teresa compró una bonita tela. I ) 
Teresa to puso su vestido nuevo. ( ) 
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Questionnaire for First Grade Reading Teachers 
Code:, 
D Personal Information 
D1 School: Public (1) Private (2) 
D2 Studies: None (1) Incomplete (2) Complete no degree (3) Normal School (4) 
Bachelor Degree (5) Professional Title (6) Master Degree (7) Doctoral Degree (8) 
D3 Institution: 
D4 Experience: In First Grade years 
D5 As a whole years 
Τ Information about reading text, teaching materials and frequency 
T1 What beginning reading text does the children use? 
T2 Why do you use it? 
" Indicate which of the following materials do you use in your teaching practice. 
Materials suggested by the reading textbook: 
T3 Teacher's Manual ( ) 
T4 Instructions on the textbook ( ) 
T5 Writing workbook ( ) 
T6 Readiness Program ( ) 
T7 Reading Charts ( ) 
T8 Cards ( ) 
T9 Other ( ) 
** Materials you prepare for your teaching activity: 
T10 Writing Exercices ( ) 
T11 Reading Charts ( ) 
T12Cards( ) 
T13 Other ( ) 
HRS How many hours a week do you teach reading? 
О Information about classroom organization 
I will read to you a series of proposition concerning classroom organization. In 
each case indicate which of the following options correspond to your pedagogical 
practice. I will give you an example, "Do you check assistance to class every 
day?", you must answer if you do this always, frequently, occasionally or never. 
always (1) frequently (2) occasionally (3) never (4) 
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The classroom organization is: 
01 The same for all pupils 1 2 3 4 
0 2 The class is divided in small groups 1 2 3 4 
" When giving a lesson: 
03 Children do not participate 1 2 3 4 
0 4 You ask the students to try to read then make a presentation 1 2 3 4 
05 You make first a presentation of the material and then students 
participate 1 2 3 4 
** When calling on students to read: 
0 6 You call them randomly 1 2 3 4 
0 7 You call on volunteers 1 2 3 4 
0Θ You call according to the class list 1 2 3 4 
** When a pupil makes a mistake while reading: 
09 You say nothing and ask another student to read 1 2 3 4 
010 You read it yourself as a teacher 1 2 3 4 
Ol 1 You point out the mistake and ask another student to read 1 2 3 4 
Ol 2 You point out the mistake and show him how to read 1 2 3 4 
013 You encourage him to give another answer 1 2 3 4 
" When a pupil reads correctly: 
014 You make no comments 1 2 3 4 
Ol 5 You encourage him orally 1 2 3 4 
016 You use some type of reinforcement 1 2 3 4 
017 Does review takes place? 1 2 3 4 
** When reviews takes place: 
Ol 8 You review alone, without students participation 1 2 3 4 
019 Pupils participate in group 1 2 3 4 
020 Pupils participate individually 1 2 3 4 
021 Do you program classroom independent activities for 
the children? 1 2 3 4 
022 Do you program homework for the children 1 2 3 4 
023 Does learning control takes place? 1 2 3 4 
** The achievement control is done: 
024 Through tests and exams 1 2 3 4 
025 With a check list according to the lessons taught 1 2 3 4 
026 Through a check list according to learning objectives 1 2 3 4 
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** When a student is behind the group or fails in the evaluations, do you: 
027 You leave him on his own 1 2 3 4 
028 Make him go over the lesson with the same material you have 
been using to teach 1 2 3 4 
029 Give him supplementary material (corrective) 1 2 3 4 
030 You send him to special lessons in school (remedial) 1 2 3 4 
A Information on Actual Teacher Behavior and Student Activities 
Indicate the option that is more suitable with the activities you or your students 
do during reading lessons 
(1) always (2) frequently (3) occasionally (4) never 
A1 You have a small class discussion about new words in 
the lesson 1 2 3 4 
A2 Students have to recognize the name of objects in 
a picture 1 2 3 4 
A3 Students have to recognize the initial sound of words 
associated to pictures, for example "o" in "oso" or "m" in "mesa" 1 2 3 4 
A4 Students read syllables with visual aid. For example 
"ma" in "mariposa" 1 2 3 4 
A5 Students read syllables in vertical and/or horizontal 
columns 1 2 3 4 
A6 Students form words combining syllables already learned 1 2 3 4 
A7 In the first place, students read word or words with 
visual aid 1 2 3 4 
ΑΘ Students read words without visual aid 1 2 3 4 
A9 Students divide words in syllables 1 2 3 4 
AIO Students divide words in letters 1 2 3 4 
A11 Students rebuilt words 1 2 3 4 
A12 Students read simple sentences with familiar words 1 2 3 4 
A13 Students read short paragraphs for reinforcement 1 2 3 4 
A14 Students read tongue twisters, poems, songs, etc. 1 2 3 4 
A15 Students have to complete sentences (cloze technique) 
or other exercises for comprehension 1 2 3 4 
A16 Questions are asked concerning the meaning of 
reading content 1 2 3 4 
A17 Teaching of Writing is simultaneous 1 2 3 4 
Al 8 Dictation is given to the children 1 2 3 4 
Students per class:. 
Students examined: 
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О Information about classroom organization 
I will read to you a series of proposition concerning classroom organization. In 
each case indicate which of the following optbns correspond to your pedagogical 
practice. I will give you an example, "Do you check assistance to class every 
day?", you must answer if you do this always, frequently, occasionally or never. 
always (1) frequently (2) occasionally (3) never (4) 
WHEN A TEACHER ANSWERED THE UNDERLINED NUMBER, A PLUS ONE 
ON INSTRUCTIONAL PROCEDURES WAS COUNTED 
** The classroom organization is: 
01 The same for all pupils 1 2 3 4 
02 The class is divided in small groups 1 2 3 4 
' When giving a lesson: 
03 Children do not participate 1 2 3 4 
0 4 You ask the students to try to read then make a presentation 1 2 3 4 
05 You make first a presentation of the material and then students 
participate J_2 3 4 
When calling on students to read: 
06 You call them randomly 1 2_S 4 
0 7 You call on volunteers 1 2 3 4 
0Θ You call according to the class list J_2 3 4 
When a pupil makes a mistake while reading: 
0 9 You say nothing and ask another student to read 1 2 3 J . 
Oí 0 You read it yourself as a teacher 1 2 3 4 
Ol 1 You point out the mistake and ask another student to read 1 2 3 4 
012 You point out the mistake and show him how to read 1 2 3 4 
013 You encourage him to give another answer J_2 3 4 
' When a pupil reads correctly: 
014 You make no comments 1 2 3 4 
015 You encourage him orally 1 2 3 4 
016 You use some type of reinforcement J_2 3 4 
Ol 7 Does review takes place? J_¿ 3 4 
When reviews takes place: 
018 You review alone, without students participation 1 2 3 1 
Ol 9 Pupils participate in group 1 2 3 4 
O20 Pupils participate individually 1 2 3 4 
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021 Do you program classroom independent activities for 
the children? 1 2 3 4 
022 Do you program homework for the children 1 2 3 4 
023 Does learning control takes place? 1 2 3 4 
*' The achievement control is done: 
024 Through tests and exams 1 2 3 4 
025 With a check list according to the lessons taught J_2 3 4 
026 Through a check list according to learning objectives 1 2 3 4 
** When a student is behind the group or fails in the evaluations, do you: 
027 You leave him on his own 1 2 3 1 
028 Make him go over the lesson with the same material you have 
been using to teach 
029 Give him supplementary material (corrective) 
030 You send him to special lessons in school (remedial) 
1 2 3 4 
i _23 4 
1 2 3 4 
Appendix G 
ANOVAS on intructìonal procedures, reading 
achievement and school districts 
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Table 1 
Means and standard deviations on the decoding test for 
each level of instructional procedures in each school 
district for public and private schools 
tevd« 
low 
medium 
high 
meen 
« 4 . 
ttiean 
mean 
school districts 
01 oz 
(МчІЗв) (M*147) 
24 80 
13 49 
(N=50) 
28 60 
11 26 
(N=69) 
30 84 
15 60 
(N=19) 
31 55 
15 08 
(N=40) 
27 97 
15 20 
(N=87) 
32 82 
13 29 
(N=60) 
T«?t* pi sFanJfJOartce uslnfl unlq«« mm» 
Soürc* «f vartaiton 
Instructional procedures (I.P.) 
School districts (S.D.) 
Interaction effects 
LP. * S.D. 
SoMrce of Variation 
school district» 
Ot 
02 
06 
09 
to 
m* .. 
330 68 
835 68 
156 29 
1636 41 
63 83 
432.90 
06 
(NrSO) 
24 33 
1251 
(N=30) 
32 65 
1306 
(N=20) 
35 77 
15 91 
(N=30) 
ofiqtmrea 
Ρ 
2 19 
150 
2 50 
F 
1 47 
3 70 
69 
7 25 
28 
192 
09 
{N«140) 
27 67 
11 24 
(N=30) 
31 47 
19 13 
(N=80) 
39 10 
22 24 
(N=30) 
•· 
df 
2 
5 
9 
df 
2 
1 
2 
2 
2 
2 
10 
(N=130)) 
34 70 
1663 
(N=30) 
29 98 
1521 
(N=90) 
28 50 
11 86 
(N=10) 
sign. 
n s 
η s 
02 
sign. 
n s 
05 
n s 
001 
η s 
n s 
13 
( t e l 50) 
30 79 
1606 
(N=70) 
27 92 
10 32 
(N=50) 
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Table 2 
Means and standard deviations on the decoding test for 
each level of instructional procedures in each school 
district in public schools 
tevde 
: low 
medium 
WHH 
mean 
*.d. 
mean 
mean 
»dhool district* 
01 02 
(N*$1> {N*90), 
24.12 
13.49 
(N=40) 
28.60 
11.26 
(N=31) 
30.84 
15.60 
(N=10) 
25.18 
12.74 
(N=70) 
32 65 
13.06 
(N=20) 
Test» of »IgnMcanc» «ding untqu» «um* 
Sour» of variattoo 
Instructional procedures (I.P.) 
School districts (S.D.) 
Interaction effects 
LP. * S.D. 
Source of variation 
•ohoot district* 
, Of 
U - -
, 0 * 
10 
13 
m* 
1.38 
439.31 
409.81 
310 
26 50 
826.12 
0ft 
(N=$0) 
2160 
11.71 
(N=10) 
32 65 
13.06 
(N=20) 
29 65 
11.30 
(N=20) 
of square« 
Ψ 
2 65 
.80 
1.94 
f 
.01 
2.95 
2.75 
2.09 
.18 
5 55 
0» 
(N=80) 
24.33 
1251 
(N=30) 
26.12 
13.09 
(N=40) 
33.40 
16.07 
(N=10) 
4 V -
dt 
2 
5 
9 
df 
2 
1 
2 
2 
2 
2 
10 
(teso} 
26.59 
1064 
(N=10) 
26 01 
11.47 
(N=60) 
28.50 
11.86 
(N=10) 
^ ч
 Ч
 ч \ 
sign. 
n.s. 
n.s. 
.04 
»Ign. 
n.s. 
n.s. 
n.s. 
n.s. 
n.s. 
01 
13 
(N=70) 
3150 
23.78 
(N=10) 
17.55 
8.88 
(N=20) 
26.75 
9 83 
(N=40) 
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Table 3 
Means and standard deviations on the decoding test for 
each level of instructional procedures in each school 
district in private schools 
level» 
low 
medium 
high 
, »een • 
meen 
mean 
s.d. 
»chool districts 
(N=57} (NsST) 
27.50 
12 54 
(N=10) 
32.24 
12.29 
(N=38) 
37 67 
15 24 
(N=9) 
T«*t» of significance т\щ un 
Source of vartalfoo 
Instructional procedures (LP.) 
School districts (S.D.) 
Interaction effects 
I.P. * S.D. 
Source of variation 
school district» 
« 
Φ* 
ій 
i a 
\ 
39.41 
19.21 
(N=17) 
33.97 
14.51 
(N=40) 
кцювшп* 
^ 
me 
244 84 
352 63 
1293.63 
350.21 
1117.47 
55.26 
0$ 
(N=4060) 
34 87 
14.75 
(N=30) 
48 00 
17.24 
(N=10) 
ofjufuaree 
F 
1.87 
1.30 
1.32 
Ψ 
.88 
1.27 
4.67 
1.26 
4.03 
.20 
{N=140) 
36.82 
22.62 
(N=40) 
41 95 
24.63 
(N=20) 
ч .. 
df 
2 
5 
6 
df 
2 
1 
1 
1 
1 
2 
10 
(N=$0)) 
28 25 
11 76 
(N=20) 
37 90 
18 56 
(N=30) 
sign, 
n.s. 
η.s. 
.04 
«fen· 
η s. 
n.s 
.03 
n.s 
.04 
η s. 
ta 
(N¿90) 
36.30 
12 08 
(N=20) 
36.08 
15.25 
(N=50) 
32.60 
11 42 
(N=10) 
Ï · . 
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Table 4 
Means and standard deviations on the reading 
comprehension test for each level of instructional 
procedures in each school district 
level· 
Jo** 
medium 
high 
щвац 
mean 
«Λ. 
mean 
«ehool dtstrtct» 
01 02 
(N=$*1* <N=340) 
14.51 
7.37 
(N=113) 
1711 
7.72 
(N=166) 
15.83 
6.15 
(N=42) 
16 82 
8.51 
(N=210) 
19 70 
7 4Θ 
(N=169) 
0« 
<N=«$) 
15.19 
7.62 
(N=87) 
16 83 
6 02 
(N=79) 
20 17 
7 54 
(N=122) 
T e t U al algnffieanoe using unique eom* of « р и м * 
Source of variation 
Instructional procedures (I.P.) 
School districts (S.D.) 
Interaction effects 
I.P. * S.D. 
Source of wariatfön 
»chool dletricte 
01 
02 
06 
09 
10 
η 
ma 
227.32 
773 69 
674.79 
1648 10 
117.35 
109.11 
F , 
4 27 
16.81 
7.44 
3.86 
13 15 
11.47 
28 02 
2 00 
1.86 
0 * 
tN=45lS> 
13.30 
8 86 
(N=94) 
19 53 
8.24 
(N=262) 
21 13 
8 81 
(N=69) 
df 
2 
5 
9 
df 
2 
1 
2 
2 
2 
2 
10 
(N=W$}> 
19.32 
7.59 
(N=79) 
18 09 
7.91 
(N=208) 
20.31 
4.70 
(N=49) 
-^  
«Ign. 
.01 
001 
.001 
sign. 
.02 
.001 
.001 
.001 
n.s. 
n.s. 
1$ 
$N=m) 
22 08 
7 32 
(N=73) 
21.69 
6 93 
(N=179) 
20 20 
7.00 
(N=121) 
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Table 5 
Means and standard deviations on the reading 
comprehension test for each level of instructional 
procedures in each school district in public schools 
level· 
low 
medium 
high 
mean 
a.d. 
ment 
*.d. 
mean 
school dtolrtcta 
Ot 02 
(N=183) (N=21») 
14 05 
7 81 
(N=73) 
13 23 
8 18 
(N=79) 
14 77 
613 
(N=31) 
15 25 
8 27 
(N=161) 
16 46 
8 62 
(N=52) 
test» oi tlgtdUcanee u*ltt£ unkjue turns 
Source of variation 
Instructional procedures (LP.) 
School districts (S.D.) 
Interaction effects 
LP. * S.D. 
Source of variatton 
school dlatrfcu 
Ot 
02 
06 
09 
10 
13 
«its 
29 98 
57 84 
530 19 
103 54 
353 63 
257 48 
0« 
(N=166) 
8 29 
6 77 
(N=17) 
16 83 
6 02 
(N=79) 
1631 
7 70 
(N=70) 
of aguare* 
' Ψ 
4 27 
16 81 
7 44 
51 
99 
9 03 
176 
6 02 
4 39 
09 
(N=220) 
13 30 
8 56 
(N=94) 
14 48 
7 74 
(N=105) 
11 24 
6 47 
(N=21) 
,. 
df 
2 
5 
9 
df 
2 
1 
2 
2 
2 
2 
10 
<N=201)) 
1531 
7 81 
(N=16) 
16 04 
7 62 
(N=136) 
20 31 
4 70 
(N=49) 
sign. 
01 
001 
001 
«ιβη. 
η s 
η s 
001 
η s. 
01 
01 
13 
(N=129) 
16 00 
10 10 
(N=14) 
14 11 
7 54 
(N=35) 
18 62 
6 86 
(N=80) 
166 Appendix G 
Table 6 
Means and standard deviations on the reading 
comprehension test for each level of instructional 
procedures in each school district in private schools 
tevrie 
low 
meòlum 
high 
mean 
mean 
t.d. 
mean 
T « t » of slgnffiçsniii 
Spüre· of vwi&tion 
school districts 
01 02 
(Ν«13β) (Ν»16β) 
15 35 
6 5 0 
(N=40) 
20 63 
5 22 
(N=87) 
18 82 
5 36 
(N=11) 
22 00 
719 
(N=49) 
21 14 
6 45 
(N=117) 
Οβ 
16 87 
6 87 
(N=70) 
25 36 
2 64 
(N=52) 
Ì using Unique sum* of wprtre* 
Instructional procedures (LP.) 
School districts (S.D.) 
Interaction effects 
LP. * S.D. 
Source of variation 
school district» 
Ot 
02 
06 
od 
10 
ms 
382 39 
25 74 
2152 59 
239 77 
88 72 
1 14 
F 
14 02 
7 71 
6 91 
Ψ 
10 02 
67 
56 38 
6 28 
2 32 
03 
0» 
{№205} 
22 90 
6 71 
(N=157) 
25 46 
5 63 
(N=48) 
ч 
df 
2 
5 
9 
df 
2 
1 
1 
1 
1 
2 
10 
(NsUtô)} 
20 33 
7 24 
(N=63) 
2195 
7 00 
(N=72) 
\ •. 
sign, 
001 
001 
001 
sign, 
001 
ns 
001 
.01 
ns 
n.s. 
13 
№ 2 4 4 ) 
23 52 
5 70 
(N=59) 
23 53 
5 37 
(N=144) 
23 27 
6 28 
(N=41) 
APPENDIX H 
A Information on Actual Teacher Behavlor and Student Activities 
Indicate the option that is more suitable with the activities you or your students 
do during reading lessons 
(1 ) always (2) frequently (3) occasionally (4) never 
If a teacher answered lor 2 in the following items she was classified as using a 
code emphasis approach 
A3 Students have to recognize the initial sound of words 
associated to pictures, for example "o" in "oso" or "m" in "mesa" 1 2 3 4 
A4 Students read syllables with visual aid. For example 
"ma" in "mariposa" 1 2 3 4 
A5 Students read syllables in vertical and/or horizontal 
columns 1 2 3 4 
A6 Students form words combining syllables already learned 1 2 3 4 
If a teacher answered 1 or 2 in the following items she was classified as using a 
meaning emphasis approach 
A2 Studen have to recognoze the name of objects in 
a picture 1 2 3 4 
A7 In the first place, students read word or words with 
visual aid 1 2 3 4 
A9 Students divide words in syllables 1 2 3 4 
A11 Students rebuilt words 1 2 3 4 
If a teacher answered 1 or 2 in the following items she was classified as using a 
combined emphasis approach 
A2 Studen have to recognoze the name of objects in 
a picture 1 2 3 4 
A3 Students have to recognize the initial sound of words 
associated to pictures, for example "o" in "oso" or "m" in "mesa" 1 2 3 4 
A4 Students read syllables with visual aid. For example 
"ma" in "mariposa" 1 2 3 4 
A5 Students read syllables in vertical and/or horizontal 
columns 1 2 3 4 
A6 Students form words combining syllables already learned 1 2 3 4 
A7 In the first place, students read word or words with 
visual aid 1 2 3 4 
A9 Students divide words in syllables 1 2 3 4 
Al 1 Students rebuilt words 1 2 3 4 
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Table 1 
Means and standard deviations per group for 
methodoligical approach and reading achievementon the 
decoding test for each school district 
level· 
low, 
medium 
W(ah , 
*.d> 
meen 
s.d. 
mean 
etíroot dtetrfct» 
ot oa 
(N=1M) <N=147J 
26.24 
9.43 
(N=49) 
28 25 
14 16 
(N=89) 
22.00 
10.39 
(N=40) 
29.60 
12 43 
(N=60 
37.15 
16 70 
(N=47) 
0« 
30.75 
13 85 
(N=20) 
33.90 
15 21 
(N=70) 
Tesite * t »Ignineance u*ing unttpMHwrns Ы щші*** 
Source of variation 
Instructional procedures (I.P.) 
School districts (S.D.) 
Interaction effects 
LP. * S.D. 
Source of variation 
school districi* 
Ot 
, 02 
0« 
09 
10 
1Э 
me 
126 70 
2485 60 
154 35 
5595.49 
698 61 
1346.11 
Ψ 
9 84 
1.14 
2 97 
F 
61 
12 02 
75 
27 07 
3 38 
6 51 
0» 
(N=140) 
23 65 
1212 
(N=60) 
29 95 
14 29 
(N=40) 
45 10 
24.42 
(N=40) 
dt 
2 
5 
8 
df 
1 
2 
1 
2 
2 
2 
40 
(N=130) 
26 45 
11.85 
(N=60) 
29.55 
11 09 
(N=40) 
34 80 
19 63 
(N=30) 
^ 
etgn. 
001 
η s. 
.003 
alen. 
η s. 
.001 
η.s. 
.001 
.03 
.01 
13 
a<=iso) 
22.23 
16.84 
(N=30) 
33.30 
13.00 
(N=70) 
31 88 
13.80 
(N=50) 
\ 
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Table 2 
Means and standard deviations per group for 
methodoligical approach and reading achievementon the 
decoding test for each school district in public schools 
tevej* 
Ion* 
medium 
high 
meat» 
».d, 
mean 
*A.* 
ffiean 
•,d, 
»choot dl»trtel* 
01 
(Ν=β1) 
25 74 
9 12 
(N=31) 
23.26 
12 69 
(N=50) 
02 
<M=00) 
22 00 
10 39 
(N=40) 
26 97 
9 35 
(N=30) 
34 20 
16 14 
(N=20) 
te»t* «f *l£|nJfi<tarc¡á мв1*>& tmHu* ММЙ$ 
Source of veriatitm 
Instructional procedure» (I.P.) 
School district» (S.O.) 
Interaction effects 
LP. * S.D. 
! Souro» of varfatton 
«chool dletrfcte 
Ot 
02 
m 00 
10 
η 
m* 
117.88 
1000 37 
5.45 
835 73 
52.76 
315 53 
06 
(Ν =50) 
29 90 
1590 
(N=10) 
29 07 
11 81 
(N=40) 
0f»4uer*e 
f 
1 22 
1 18 
2.16 
Ψ 
.81 
683 
04 
5 71 
36 
2 16 
0 * 
{N=W) 
22 84 
1162 
(N=50) 
31 70 
13 33 
(N=20) 
33 30 
16 70 
(N=10) 
-* . -''
ч
 -
df 
2 
5 
8 
dl 
1 
2 
1 
2 
2 
2 
10 
(Ν=β0) 
25 55 
11 95 
(N=40) 
27 87 
10 51 
(N=30) 
25 30 
11 72 
(N=10) 
'Ч "^ 
sign. 
η s 
ns 
ns 
•Ign. 
ns 
001 
η s. 
.01 
ns 
01 
1% 
(М=?0> 
22 23 
16 84 
(N=30) 
22 10 
9 02 
(N=10) 
28 27 
9 14 
(N=30) 
-; "-
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Table 3 
Means and standard deviations per group for 
methodoligical approach and reading achievementon the 
decoding test for each school district in private schools 
teveU 
taw 
medium 
high 
-
mean 
e.d. 
wean" 
•dhwA dtelrtct» 
tH 02 
(N=$n (П^Г) 
27 At 
10 13 
(N=18) 
34.64 
13.48 
(N=39) 
32.23 
14 58 
(N=30) 
39 33 
17.08 
(N=27) 
0« 
(N=40) 
31 60 
12.27 
(N=10) 
40 33 
16 97 
(N=30) 
T*et» ьі *1д*А1гай«1ф utlttg unique «am« ы «доге* 
Souree of vartetton 
Instructional procedure· (LP.) 
School districts (S.D.) 
Interaction effects 
LP. * S.D. 
Source of vartetton 
school dlitrtcU 
m 
02 
w 
1 ^ 
1» 
in* 
698.30 
716.35 
572 03 
3308.33 
640 41 
68 27 
Ψ 
11.39 
.44 
1.70 
F 
2.71 
2.78 
2.22 
12.82 
2.48 
.26 
I » 
27.70 
14 36 
(N=10) 
28 20 
15 33 
(N=20) 
49.03 
25.52 
(N=30) 
•• . . 
df 
2 
5 
6 
df 
1 
2 
1 
2 
2 
1 
10 
<N=50) 
28.25 
11.76 
(N=20) 
34 60 
1179 
(N=10) 
39 55 
21 25 
(N=20) 
4 
sign. 
001 
ns. 
n.s. 
etfln. 
ns. 
η s 
η s. 
001 
n.s. 
η s. 
13 
35 17 
12.66 
(N=60) 
37.30 
17 67 
(N=20) 
% 
172 Appendix I 
Table 4 
Means and standard deviations per group for 
methodoligical approach and reading achievementon the 
reading comprehension test for each school district 
level· 
low 
medium 
hieb 
mean 
mean 
mean 
* .d, 
edtool district* 
01 02 
(N=M1> <N=â70) 
1703 
6 79 
(N=107) 
15 53 
7 78 
(N=214) 
14 47 
8 46 
(N=88) 
oe 
(N=288) 
17 73 15 48 
7 92 7 42 
(N=71520) (N=50) 
20 82 
7 33 
(N=139) 
Te*U tíl slgnífleanee using tmbjue eum* 
Source of variation 
Instructional procedures (I.P.) 
School districts (S 0.) 
Interaction effects 
I.P. * S.D. 
Source of variatfon 
school dietrtete 
01 
02 
06 
0$ 
10 
13 
tn* 
160 50 
1105 72 
312 73 
3495 18 
282 41 
1889 01 
18 23 
7 42 
(N=238) 
ofsquarea 
Я 
13 73 
500 
16 71 
2 91 
20 05 
5 67 
63 39 
512 
34 26 
00 
(N=425) 
15 38 
9 50 
(N=181) 
16 67 
6 97 
(N=125) 
24 86 
6 06 
(N=119) 
df 
2 
5 
8 
di 
1 
2 
1 
2 
2 
2 
10 
(N=336) 
17 75 
761 
(N=168) 
20 64 
5 73 
(N=103) 
18 08 
8 98 
(N=65) 
sign. 
001 
001 
001 
*І9П, 
ns 
001 
02 
001 
01 
001 
<N=373) 
14 00 
919 
(N=46) 
23 55 
5 71 
(N=217) 
19 85 
5 98 
(N=110) 
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Table 5 
Means and standard deviations per group for methodollglcal 
approach and reading achlevementon the reading 
comprehension test for each school district In public schools 
level· 
lew 
medium 
16high 
mean 
*.d. 
mean 
e.d. 
mean 
school dietrfct» 
Ot Hi 
(№133) <Ν=2ΐί) 
15 73 
7 05 
(N=70) 
12 64 
7 89 
(N=113) 
14 47 
8 46 
(N=88) 
15 21 
8 55 
(N=71) 
17 74 
7 62 
(N=54) 
Teatouf ¿ГдпМеапие trtlng ипЦие »ums 
Souree of variation 
Instructional procedures (LP.) 
School districts (S.D.) 
Interaction effects 
LP. * S.D. 
Source of variation 
echoot dtstricta 
<H 
02 
06 
09 
10 
13 
(ne 
413 08 
185 36 
28 70 
592 57 
640 52 
368 51 
06 
16 58 
6 75 
(N=33) 
15 53 
7 40 
(N=133) 
ofertares 
F 
11 35 
4 62 
4 88 
f 
7 20 
3 23 
50 
10 33 
11 17 
6 42 
te 
(N=20) 
11 93 
854 
(N=134) 
1551 
6 75 
(N=59) 
18 30 
6 35 
(N=27) 
dt 
2 
5 
8 
dr 
1 
2 
1 
2 
2 
2 
10 
(N=201) 
16 20 
7 43 
(N=105) 
19 62 
5 71 
(N=77) 
11 00 
7 53 
(N=19) 
sign, 
001 
001 
001 
sign. 
01 
04 
η s 
001 
001 
01 
13 
<N=12Ô) 
14 00 
9 19 
(N=46) 
17 37 
6 99 
(N=16) 
19 19 
5 80 
(N=67) 
\ 
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Table б 
Means and standard deviations per group for methodollglcal 
approach and reading achlevementon the reading 
comprehension test for each school district In private schools 
Іе Ы» 
Jow 
medium 
high 
mean 
*.d. 
mean 
*.d. 
mean 
»•<!• 
achool districts 
01 02 
19 49 
5 55 
(N=37) 
18 76 
6 26 
(N=101) 
19 94 
6 62 
(N=81) 
22 78 
6 45 
(N=85) 
T « u of slgnlBetance ualng unique »um* 
Source of vattatlon 
Instructional procedures (I.P.) 
School districts (S.D.) 
Interaction effects 
LP. * S.D. 
Source of variation 
school district« 
01 
02 
06 
od 
io 
η 
me 
14 20 
334 10 
1006 65 
1670 10 
102 86 
352 83 
06 
{N=1SS> 
13 35 
8 38 
(N=17) 
2165 
5 91 
(N=105) 
of siptaree 
f 
22 65 
10 60 
1956 
Ψ 
39 
9 23 
27 81 
46 14 
2 84 
975 
ад 
{N=20S} 
25 1 
2 96 
(N=47) 
17.71 
7 05 
(N=66) 
26 76 
4 42 
(N=92) 
df 
2 
5 
6 
df 
1 
1 
1 
2 
2 
2 
10 
(N=135) 
20 33 
7 24 
(N=63) 
23 65 
4 73 
(N=26) 
2100 
7 89 
(N=46) 
-
sign. 
001 
001 
001 
sign. 
η s 
01 
001 
001 
η s 
01 
ta 
(N=244) 
24 04 
531 
(N=201) 
20 89 
6 18 
(N=43) 
*· 
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